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1 
INTRC'DUCTION 
Focus 
In recent years a number of concerned persons^ Jiave written at 
length about current practices in public school education in the 
United States. Their concern ha.s been the emphasis upon the cognitive 
development of children which they perceive as limiting the develop-
2 
ment of tne whole child. Other persons have approached the concern 
for children in the public schools through advocacy of a process 
referred to as humanizing the classroom wherein the adapting of the 
Some samples include; 
Friedenberg, Edgar A. Coming of Age in America. New York: 
Random-House, 1967. 
Goodman, Paul. Compulsory Mis-education and The Community of 
Scholars. New York; Random House, 19ôb. 
Holt, John. How Children Fail. New York: Pitman Publishing 
Corporation, 1964. 
Kozol, Jonathain. Death at an Early Age. Boston; Houghton 
Mifflin, 1967. 
Postman, Neil and Weingartner, Charles. Teaching as a Sub­
versive Activity. New York: Delacorte Press, 1969. 
Siberman, Charles E. Crisis in the Classroom. New York: 
Random House, 1970. 
2 Some samples include; 
Lyon, Harold C., Jr. Learning to Feel—Feeling to Leaxn. 
Columbus, Ohio: Charles E. Merrill Publishing Company, 1971. 
Moustakas, Clark. Personal Growth. Cambridge, Mass.: Howaird 
A. Doyle, Publishing Company, 1971. 
Rubin, Louis J., Ed. Life Skills in School and Society. Wash­
ington, D.C.; Association for Supervision and Curriculum Development, 
NBA, 1969. 
Sharp, Billy B. Learning; The Rhythm of Risk. Rosemont, 
Illinois; Combined Motivation Education Systems, Inc., 1971. 
Weinstein, Gerald ajid Fantini, Mario D., Eds. Toward Humanistic 
Education. New York: Praeger Publishers, 1970. 
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school program attempts to take into consideration the affective 
and psychomotor needs of each child along with his cognitive develop­
ment. 
This investigation is concerned with the enhancement of leaarning 
opportunities for children. The study focuses on methods of assist­
ing teachers througn group experiences or what could be termed in-
service opportunities. That tne children with whom the teachers 
come in contact will benefit from this exposure to group or in-
service experiences is assumed. Thus the general problem is to 
examine the efficacy of various group experiences upon elementaxy 
school children amd teachers. 
Need 
When one examines the state of a culture, he considers the 
sociaJL and technological aspects of that culture. Postman and Wein-
gaxtner (1969, xi) identify some of the social problem plaguing 
Americans today as: (a) the number one health problem of mental 
illness, which accounts for more illness than all other forms of 
illness combined; (b) the crime problem, which ranges from aiffluent 
adolescents to frauds exposed in some of our richest corporations; 
(c) the suicide problem, which is the second most common cause of 
death among adolescents; and (d) infant mortality, which has as its 
most frequent cause parental beating. 
Weinberg (1972) suggests that sucn social problems may stem 
from "depersonalized institutional living" [p. 99] which he considers 
3 
to be nourished by our industrial progress, our meemingless affluence, 
our job conditions where men are only roles, and our schools where 
students are regarded as products. 
Awareness of these factors can be overwhelming unless one be­
lieves in the improvability of human condition through education. 
While education is not confined to formal schooling, school is the 
one our society experienced by everyone emd what 
happens in school makes a differfe^ic-^—for good or ill (Postman and 
Weingartner, 1959). 
Criticism of current school practices include those which focus 
on what does not take place in the classroom. "Change—constant, 
accelerating, ubiquitous—is the most striking chairacteristic of 
the world we live in and our educationaJ. system has not recognized 
this fact" (Postman and Weingartner, 1969). Manolakes (1965) ob­
served: 
With few exceptions, the elementary school of today ... 
continued to be organized primarily for the teaching of 
subjects • o . Many goals of the elementary school that 
reflect concerns for children have been regarded as pious 
platitudes and have been supported only as fauc as the 
teaching of subjects permits. 
The question arises, "What is relevant in public school educa­
tion?" 
. . .  t h e r e  i s  n o  m o r e  i m p o r t a n t  f u n c t i o n  f o r  e d u c a t i o n  t o  
fulfill than that of helping us to recognize the world we 
actually live in, and simultaoieously, of helping us to 
master the concepts that will increase our ability to cope 
with it. This is the essential, criterion of judging the 
relevemce of all education, [p. 3] 
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In Future Shock Alvin Toff1er (1970) points out that not all 
students need to study the same course, acquire the same facts, or 
"store the same sets of data" [p. 413]. In Toffler's opinion what 
is important for all students is a good background in the common 
skills needed for human communication and social integration. 
Learning how to live a satisfying, creative, aind productive 
life is considered a desirable result of education by Billy Shairp 
(1971). "Teaching of behavior lies much closer to this result than 
does the teaching of abstract and unapplied information" [p. lOO] . 
Carl Rogers in Freedom to Learn (1969) views the goal of educa­
tion as the facilitation of chaaige and learning. "Changingness, a 
reliajice on process rather than upon static knowledge, is the only 
thing that makes any sense as a goal for education in the modern 
world" [p. 104]. 
Most of the ideas cited herein regarding today's elementaary 
school classrooms have been written about in the past ten years. 
Sydney Hook (1971) points out that John Dewey, who did his major 
writing in the first third of the twentieth century, had two basic 
principles for evaluating what takes place in the classroom; 
(a) reliaoîce upon the best available scientific methods in the 
psychology of learning to discover the means, methods, and materials 
by which growth can be best achieved in the case of each individual 
and (b) em equal concern that all children in the community develop 
themselves by appropriate schooling to the full reach of their powers 
and growth as persons. 
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In the same writing. Hook further explains that for Dewey 
educative experiences are those that result in increased power and 
growth, in informed conviction smd sympathetic attitudes of under­
standing, in learning how to face and meet new experiences with some 
sense of mastery, without feaor or panic or relying on the treadmill 
of blind routine. 
Reiterating the assessment of Mainolakes and others that there 
is incongruency between what is known of human behavior and learning 
and what is practiced in current elementary schools, Krathwohl et al. 
(1964) pictures our society as fluctuating as to the affective ob­
jectives it will permit the school to develop. In essense, this 
constitutes a running away from involvement, an escape, as it were, 
from responsibility for making smd implementing a decision for chaoige. 
Vested interest groups and social forces axe constantly at work, 
sometimes blaming the schools for some social problems of the day 
and other times curtailing the finances needed to cope with these . 
and other problems. Thus, in many instances, teachers aoid school 
administrators have been wary of expressing affective objectives 
and all too frequently have led school staffs to retreat to the 
ssifety of the cognitive domain. 
This places Americsm society at a point where a decision must 
be made as to whether our technological efficiency and institutional 
regularity shall continue to dominate our schools and lead us further 
towaard total depersonalization or whether school shaJLl include aJ.so 
the kind of environment that is required for persons to grow as 
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individuals in productive affiliation witti others and to be total 
human beings (Weinberg, 1972). 
Weinstein and Fantini (1970) in writing of their Elementary 
School Teaching Project funded by the Ford Foundation identified 
their approach as one which included the préparation of students to 
engage in constructive personal and social behavior, an approach 
which is essential to achieving the intellectual goals of leaorning. 
"Otherwise, no matter how successful its educational system is in 
teaching the specific stuff of subject matter, the society is likely 
to decline and decay" [p. 9l] . 
In keeping with these ideas it is recognized that two activi­
ties which take place in a classroom are learning and teaching. 
Munson (1970) defines both activities. "Human learning seems to be 
a personal aind dynamic phenomena in which the process rather than the 
product or goal is the essence" [p. 47] . Teaching, then, appears to 
be an activity whereby the cognitive, affective, amd psychomotor 
components of human learning can be developed and integrated so that 
the learner can piece together his self-identity and the meaning of 
his existence. Teachers are trying valiantly to fulfill the obliga­
tion of teaching as defined above. But teachers, too, sore leaxners 
and teachers are humans, not machines—humans who need interaction 
with others to function optimumly in maintaining an unbiased focus on 
the needs of the individuals whose learning they would enhance. Even 
with the dedication that teachers have toward their students and 
teaching, to assume that teachers do or can attend to all the facets 
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of htunam learning is to expect the impossible. 
That there is need for change in the public elementary schools 
has been established. The direction for change seems to be in the 
areas of understanding self and of developing effective interpersonal 
relationships. In moving to the creating of a climate conducive to 
the development of self and relationships with others, teachers need 
interaction with other professional persons. 
Rationale 
When a youngster has difficulty with mastering the basic skills 
of reading, the reading specialist is consulted. When a child has a 
speech problem that impedes his functioning adequately, the speech 
specialist is contacted. For effective teaching, the teacher is the 
specialist. Teachers focus on subject matter—understanding the child 
on an intellectual, level. The school nurse is concerned with the 
health aspects. The reading specialist knows more about reading work 
in small groups. The speech specialist is the one who possesses the 
skill needed for improving speech. Administrators aore concerned with 
the smooth running of the institution and do not have the time and 
often the skills to be a specialist in terms of human behavior. Ad­
junct to these activities is the school counselor—a specisLList who 
can meet the needs of children whose feelings and/or behavior are 
interfering with their making the most of their educational opportuni­
ties. Who, then, is to initiate change and to assist teacher in 
coping with change in the schools? 
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The logical person to serve as agent of change is the behavior-
specialist- trained elementary school counselor who is charged with 
the responsibility for the elementairy school guidance services. Muro 
(1970) defines this service: 
. . .  a  p l a n n e d  a p p r o a c h  d e s i g n e d  t o  h e l p  c h i l d r e n  a c h i e v e  
all that they can. Included in this approach are the ef­
forts of teachers, psychologists, counselors, and administra­
tors, all of whom strive to benefit the individual, child in 
one way or another. Because of specialized training and the 
structure of the elementary school, certain functions will 
logically fall into the realm of specialists, while others 
will become the duties of the classroom teachers [p. 5], 
In the elementary school guidance program, the counselor is a 
key person who contributes his knowledge and skills through the 
processes of counseling, consulting, and coordinating. Counseling, 
both individual and small group, can provide assistance to children 
in the normal process of growing up as they seek to understand them­
selves, to meet the developmental, tasks of childhood, to learn ef­
fectively, and to develop realistic self-concepts. Emphasis is on 
the child as a learner in the school situation. Consultation is the 
process of sharing with another person or a group of persons informa­
tion and ideas, of combining knowledge into new patterns, of making 
mutually agreed upon decisions about the next steps needed. 
Coordinating is the process of relating all efforts for helping the 
child into a meaningful pattern (ACES-ASCA, 1966). 
There are numerous theoretical approaches to elementary school 
guidance. The one most closely related to this study is the inte­
grative approach: 
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ÈssentiaJ-ly this approach focuses on the human and the human 
lesirning process. It attempts to weld the three basic ingre­
dients of the educative process in a maxmer that facilitates 
the growth and development of the individual and enhances his 
potential for learning and living (Munson, 1970, p. 35). 
This approach draws heavily on known theoreticsd. ideas and re­
search from a variety of sources integrating this knowledge and apply­
ing it to the process of education. It is interdisciplinary in that 
it makes use of the theories, the findings, and other beliefs from 
psychology, philosophy, sociology, and education. It is concerned 
with (a) the learner (child) as an individual, and the individual as 
a leaxner, (b) the behaviors to be learned, aoid (c) the conditions 
of leaxning (Munson, 1970). 
The central function of elementary school guidance is to 
enhance and improve the lesarning environment of the school 
so that each pupil in the elementary school has an oppor­
tunity to learn to the best of his capacity (Munson, 1970, 
p. 36). 
This emphasizes the function of consultation through participation in 
creating an environment conducive to learning and growth for auLl 
children, through helping psarents to understand the developmental 
needs of atll pupils, through working with parents to meet the in­
dividual needs of their own children in the school situation, through 
helping the individual child to grow in self-understanding—in posi­
tive maximum use of his potential, and through participating in cur-
cirulum development and chsmge (ASCA-ACES, 1966). 
For the counselor-consultaait to be effective, he must operate 
from a frame of reference regarding meoi and his development. Alderian 
theory sees man as goal-directed, one whose behavior is purposive. 
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His behavior can best be understood subjectively in terms of its 
social meaning (Dinkmeyer, 1968). To this is added Combs' assumption 
that the world is the individual's world as he perceives it. An 
additional assumption significant to this study is that the change 
in the child can be effected through the significant others in his 
life. 
Dinkmeyer (1968) submits these assumptions which incorporate 
both the neo-Freudian psychology of Adler and the phenomenology of 
Combs: (a) humsm personality is best understood in its unity; 
(b) behavior is goal-directed and purposive; (c) motivation is best 
understood in terms of understanding the way in which the child 
strives for significance; (d) behavior aoid misbehavior reflect the 
world as the person perceives the world which he has experienced; 
(e) all behavior has social meaning; (f) belonging is a basic need 
of aJ.1 humans; (g) development of social interest is critical for 
adjustment. 
Nine developmentaJ. tasks for middle childhood have been identi­
fied by Havighurst (1953), a developmental task being; 
one which arises at or about a certain period in the life of 
an individual, the achievement of which leads to his happiness 
and to success with later tasks, while failure leads to un-
happiness in the individual, disapproval by society, and dif­
ficulty with later tasks [p. 2]. 
Of these nine developmental tasks for middle childhood, five 
deail significantly with self-concept and/or interpersonal, relation­
ships : (a) building wholesome attitudes towaurds one » s self as a 
growing organism; (b) learning to get euLong with age-mates; 
11 
(c) developing conscience, moraJ-ity, and a sca-le of values; 
(d) achieving personal independence; and (e) developing attitudes 
toward social groups and institutions. 
If counselor-consultamts aire to be effective, they must be aware 
of tne significance of the self-concept, which, according to Arthur 
Combs (1971), is the most important single factor eiffee ting behavior. 
Combs defines self-concept as the organization of perceptions about 
self which seems to the individual to be who he is. The self-concept 
is learned as am infant with the process of differentiation and con­
cept formation being greatly accelerated as the use of lainguage 
develops. The most crucial, concept of self is derived from experien­
ces with other people, most often those the child considers signifi­
cant others (Combs, Avila, and Purkey, 1971). 
Fitts (1972) considers self-concept as the frame of reference 
through which an individual, interacts with the world and is, there­
fore, a powerful influence on behavior. That the self-concept is 
most strikingly affected by experience (especially interpersonal ones 
which result in positive feelings and a sense of value said worth), 
competence (in aureas vailued by the individual amd others), and self-
actualization (the implementation aind reaulization of one's true 
personal potentialities) was the finding of Fitts ^  al. (1971). 
A factor frequently overlooked is the importance of the self-
concept of significant others. In other reseaarch, Fitts (1972) pro­
duced substantial evidence that the self-concept is a significamt 
variable in the behavior of those who most influence the education 
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process—teachers, counselors, and teacAer aides. Students can be 
Helped only at tiie Maslow need level at which the teacher operates 
is posited by Billy Sharp (1971). If a teacher lives primarily for 
economic security, his examples and precepts will be primarily de­
signed to limit his students to that level. Those more concerned 
with their affiliation amd interpersonal relations will reach child­
ren at the need for affiliation level—a force enhancing self-concept. 
The kind of individual being shaped is determined by the educa­
tive process and the humaun encounter that characterize school life 
according to Bettelheim (1969), who writes, "The capability for human 
interaction is as important a quad, if icat ion as academic knowledge and 
teaching skill" [p. 78] . 
Thus faor the importance for increased emphasis on the aiffective 
needs of children to be provided for in elementary schools has been 
reviewed. Elementary school guidance has been suggested as one of 
the approaches to meeting this need. The significance of self-
concept emd interaction with others, both from the standpoint of the 
student and of the teacher, has been es^lored. How, then, shaJLl the 
counselor-consul taint procédé in his efforts to improve the conditions 
of learning for youngsters with efficacy? 
In pursuit of an answer to this question, the possibility of 
consultation airises. The Joint Committee of ASCA aund ACES (1966) 
included in their report the following in defining the function of 
the consultation process of the elementary school counselor; 
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The child development consultant as a member of the pro­
fessional staff of an individual elementary school will 
shaore the responsibility for contributing to the positive 
growth and development of aJLl children. He will contribute 
his knowledge and skill to that of . . . other staiff members 
through participating in creating an environment conducive 
to learning and growth for all children by; 
1. Helping members of the school staff to understaind 
the effect of their behavior on children, the 
interaction between children and adults aoid the 
importance of this interaction in the child's self-
concept and relationship with his peers. 
2. Plajining with the teacher ways to foster acceptance 
and valuing of individual differences in addition 
to academic achievement [pp. 134-35]. 
It is with these two responsibilities of the consultation service 
that this study is restricted. 
Faust (1968) places group consultation with teachers as the most 
important consulting function because it provides for the counselor's 
major objective of assisting in freeing all children to learn. In 
other words, he attempts to assist the teacher to build learning 
climates where children are relatively free of anxiety and conflict. 
This is a joint effort implemented by the teacher as a result of 
consultation. To Faust, group consultation is three or more persons 
meeting to solve a problem through focusing on units external, to 
their personal selves, but at least one of these persons must be a 
counselor. More children are reached through group consultation 
with teachers than in any other way in that teachers will apply the 
results of consultation to other situations and in that improvement 
in behavior of one child will make the classroom a better environment 
for all children. The aim of this consultation is an ultimate 
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reduction in human misery, and to help children become effective 
productive persons, learners, and citizens of the society. 
In summsury, a need for change in focus from predominately 
cognitive domain to the inclusion of the affective domain in elemen­
tary public schools has been established. The significance of self-
concept as influenced by interpersonal, relationships has been pre­
sented. The elementary school guidance approach has been advocated 
with specific emphasis on the efficacy and effectiveness of group 
consultation being stressed. These ideas constitute the problem 
with which this investigation is concerned. 
Problem 
SeveraJ. questions have emerged. Who is to initiate and imple­
ment chajige in conditions for learning? What procedures sure most 
effective for instituting change? What qualities have significance 
in facilitating improved learning conditions? This investigation is 
designed to examine the effect of group consultation by counselor-
consultants with elementary school teachers on the self-concepts of 
these teachers and their students. Particular attention will be 
paid to interpersonal relationships and interactions. 
Null Hypotheses 
To examine the problem posed, five major null hypotheses have 
emerged: 
Ho^: As assessed by the Tennessee Self-Concept Scale, there 
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is no significant difference in self-concept of teachers who ex­
perience different consultation groups. 
Ho^: As assessed by the Piers-Harris Children's Self-Concept 
Scale, there is no significant difference in self-concept of students 
whose teachers ej^erience different consultation groups. 
HOg: As assessed by the Fundamental Relations Orientation; 
Behavior Questionnaire, there is no difference in interpersonal 
relationships of teachers who experience different consultation 
groups. 
Ho^: As assessed by the Hill Interaction Matrix, there is no 
difference in interaction of teachers who experience different 
consultation groups. 
HOg: As assessed by the Flanders Verbal Interaction AneJ-vsis, 
there is no difference in interaction of students whose teachers 
experience different consultation groups. 
For the purposes of statisticsJ. examination these null hypo­
theses are subdivided into 20 sub-nulls (see Appendix A). 
Definitions 
To facilitate preciseness, the following definitions are being 
utilized for this study: 
1. Consultation; The process of sharing with another person 
or group of persons information and ideas, of combining knowledge into 
new patterns, and of making mutually agreed upon decisions about the 
next steps needed in assisting students (ASCA-ACES, 1966). 
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2. Interaction: A process of communication between two or 
more people where both the linguistic meaning aind the emotional re­
sponse are mutusully clarified whenever clarification seems necessary 
(Gorman, 1969). 
3. Interpersonal: Refers to relations that occur between 
persons as opposed to relations in which at least one participant 
is inanimate (Shutz, 1966). 
4. Self-concept: The frame of reference through which the 
individual interacts with the world (Pitts, 1972). 
Delimitation 
This study has been limited to the students and professional 
staff within the Boone Community School District. The particular 
population served was students and teachers in grades, three, four, 
and five during the 1972-73 academic year. 
Inferences from the analysis of the data obtained in this study 
are valid if they refer to the population of the Boone Community 
School District that was used to procure the data. Any inferences 
made to any other populations will be subject to considerably more 
error. However, it is entirely appropriate to apply the strategies 
employed in this study to conduct other investigations concerning 
consultation effects aind in making inferences regarding the efficacy 
of counselor consultation with teachers. 
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REVIEW OF LITERATURE 
This study was concernod witti group consultation services of 
elementary school counselors and the self-concepts of elementary 
scnool teachers and their students. After a preview of the literature 
related to the central purpose of this study, tne organizational 
scheme that logically followed was self-concept reseaxcli and group re­
search, By using each of these general topic heads, it is possible 
to provide the reader with a meaningful format and at the same time 
provide for diversity of method and procedure. 
When reviewing each of the major headings, attention will be 
given first to clarification of concepts; i.e., definition, develop­
ment, importance. Specific studies will follow with a summary state­
ment completing each section. 
Self-Concept 
Initial search of the literature disclosed that tnere is not a 
single construct for self-concept, but that a vaoriety of viewpoints 
exists concerning self-concept and its importance in the beûavior 
of humans. Curiosity about his nonphysical being has been an eternal 
challenge for man. With Descartes assertion tnat because one thinks, 
one is, the door was opened for the focus to shift from the hereafter 
to the nere ajid now, although tne major thrust for the understanding 
of the self did not arrive until the beginning of the twentieth 
century. In American psychology at the turn of tne century there 
was appreciable interest in the self. William James (1890) regarded 
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the self as an important psychologicaJ. construct. 
The early decades of the century were concerned with developing 
theories of psychology and defending the theory rather than engaging 
in empirical, studies. The major theoreticsil positions dealt with 
the unconscious, with introspection, with insight, and with behavior. 
With the appeaurance of J. B. Watson's Behavior ism in 1925, American 
psychology moved into a period dominated by scientific study of ob­
servable behavior—stimuli and response. Dxxrûig this period internal 
concern was obscured by external motivation. Although the emphasis 
of experiments during the thirties and the forties was behavioristic, 
the self received the attention of sociologists and psychologists 
such as George Mead (1934), Kurt Lewin (1936), Gordon Allport (1937, 
1943), amd P. A. Bertocci (1945). 
Others who were instrumental in returning the concept of the 
self to a focal point in psychology and education were Carl Rogers, 
Donald Snygg, and Arthur Combs. Snygg and Combs (1949) developed 
the importance of the way the individual perceives himself and the 
way he perceives his world. Rogers (1959) emphasized the importance 
of interpersonal relationships and the need for consistency. In­
fluences of such advocates of the self have been instrumental in the 
surfacing of the current emphasis on humanism. 
Gordon and Gergen (1968) noted that over two thousand publica­
tions deeuLing with the self-concept have resulted from the work of 
psychiatrists, psychologists, and sociologists. The focus of atten­
tion vaoriss with the theorist. Adler, Homey, Fromm, Freud, said 
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Sullivain studied maladjusted individuals. The emotional health of 
persons was emphasized by Maslow, Seeman, and Jourad. More recent 
works include those of Glaser, Gordon, and Rogers which move the im­
portance of interpersonal relationships in self-concept from adjunct 
status to a central focus when dealing with behavior. Perhaps the 
best known formulation of self-concept is found in self-theory by 
Snygg and Coixibs (1949, revised in 1959). Other recent work in the 
importance of the self has been the extensive research of Brookover 
(1959, 1962, 1964, 1965, 1967), Combs (1965, 1969), and Coopersmith 
(1967). In 1961 Wylie published a review of the empirical literature 
which investigated the self. J. C. Diggory (1966) in Self-evaluation: 
Concepts and Studies provided a useful extension for understanding 
the pcort played by the perceptions of self aind situation in the 
behavior of the individual. 
Some high points in the general, history of the study of the self 
have been reviewed. More specific information appears under appro­
priate headings in the sections which follow. 
Self-concept defined 
Self-theory is in essence phenomenological. theory. All behavior 
is determined by and related to the individual's phenomenal field, 
which includes everything a person is aware of at the moment of 
action, including the phenomenal self. The phenomenal, self is com­
posed of all those paorts of the phenomenauL field which the individual 
identifies as characteristic of himself (Snygg and Combs, 1949). 
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Self-concept, then, is that organization of perceptions about 
self which seems to the individual to be who he is (Avila, Combs, 
amd Pur key, 1971) . It should be pointed out that even though self-
concept is a construct or an abstraction, for the person himself the 
perceptions comprising self-concept have a feeling of reality. Thus, 
the self-concept composes the frame of reference from which the in­
dividual observes, participates in, and interprets the events in 
his life. 
Development of self-concept 
Self-concept is learned by each person through experiences: 
experiences with self, with people, emd with environmental reality 
(Fitts, 1973b); that is, self-concept is a consequence of e3q)erience. 
The development of self-concept begins eaorly in the life of the 
individuaJL with a process of differentiation of himself from his en­
vironment, which includes other people (Jersild, 1960). After this 
eaurly differentiation of self from the rest of the world, the in­
dividual ' s concept of self is dependent in a large measure upon his 
perception of his interaction with other people. Numerous theorists 
(Horney, 1939; Freud, 1946; Sullivan, 1953), while using diverse 
terminology support the significance of interpersonal relationships 
in the formation of an individual ' s personality, a term central to 
their theories. 
An individual's eaorliest interpersonsul relationships are with 
his family. Here first he experiences feelings of adequacy (or 
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inadequacy), acceptance (or rejection), opportunities for identify­
ing with others, and contact with expectations concerning behavior 
and vaJLues (Combs and Snygg, 1959). As his world expands, the in­
dividual is influenced in his perception of himself by other people 
who are significant to him. Sullivan (1953) suggested that self-
concept is determined in a large measure by the way the individual 
interprets the behavior of others towsird him, "reflected appraisal" 
in effect. 
In summary, self-concept is leaorned. The development of self-
concept begins with differentiation of self from environment aund 
continues throughout the rest of the individual's life as he inter­
nalizes his experiences of interaction with significant others. 
Importance of self-concept 
Self-concept is perhaps the most important factor influencing 
human behavior. For the individual it " . . . provides a screen 
through which everything else is seen, heaird, evaluated, and under­
stood" (Combs, Avila, and Purkey, 1971, p. 43). By observing the 
individual in process and interaction with others, it is possible 
to make assumptions regarding self-concept. 
Seeing is behaving—if a situation is perceived as threatening 
to an individual, his behavior is in response to that perception. 
To phenomenologists such as Snygg and Combs (1949, 1959) and Rogers 
(1951), the motive behind all behavior is the maintenance and enhaince-
ment of the perceived self. Combs (1965) describes this character­
istic as; 
22 
. . .  a m  i n s a t i a b l e  n e e d  f o r  t h e  m a i n t e n a n c e  a n d  e n h a n c e ­
ment of the self; not the physical, self—but the phenomenal 
self, of which the individual is awaore, his self-concept 
[p. 8] . 
This maintenance implies a consistency which is necessary for a com­
fortable feeling about one's self. 
William Fitts has been concerned with self-concept for the 
greater paxt of his life as a therapist, researcher, and in a 
measure, as a philosopher. While his development of the Tennessee 
Self-Concept Scale was in response to what he considered a need for 
a better means for assessing self-concept (Fitts, 1973b), Fitts con­
siders the assessment of self-concept to be a means to an end: 
self-concept is a meaningful criterion for understanding people and 
their differences, aoid, by studying the components of self-concept 
that each person exhibits, individuals can be assisted in change and 
growth. 
While self-concept is usuaJLly viewed as characteristic of an 
individual, the implications of the significaince of self-concept 
accumulated across a segment of a culture axe equally significant. 
An example is the self-perpetuating feeling of hopelessness and 
worthlessness of the victims of economic poverty such as persons in 
an inner city or persons in segments of Appalachia. On the other 
hand, the accomplishments of individuaJLs aoid groups of individuals 
such as those involved in the space programs reflect the effect of 
positive self-concepts with a cumulative effect which can traoiscend 
geographical, boundaories to achieve a universal, conceptualization 
(Combs, Avila, sind Pur key, 1971). 
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Stability of self-concept 
Maoiy theories agree in principle but differ in terminology 
concerning self-concept. For example, some writers refer to self-
concept in terms of self-esteem; others use the term self-regaord. 
Bloom (1964) presents Sanford's curve for ego development which 
Sanford (1962) inferred from psychoanalytic literature, especially 
the writings of Anna Freud. To this curve Bloom added age ajid per­
centage estimates of growth by periods which he believed to be con­
sistent with the qualitative description of ego development found in 
the literature of psychology and child development (Bloom, 1964). 
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24 
Most self-theorists agree that once the core of self-concept has 
been established, it is a fairly stable entity. However, most also 
agree that the self-concept is continually developing, a process 
which results in a self-structure that Rogers (1959) describes as 
"... a fluid gestcilt, changing, flexible in the process of assimi­
lation of new experiences" [p. 234]. 
Taylor (1955) found that the self-concept tends to be highly 
consistent over intervals embodying different time spams. Other 
findings of Taylor's study were that temporary moods and feeling 
states have little effect on self-concept and that repeated measure­
ment mildly affects the self-concept. Taylor accounts in part for 
the latter by suggesting that the introspection and self-evaluation 
involved tend to influence self-concept with positive self—concepts 
becoming more positive while negative self-concepts become more 
negative. 
Numerous studies have failed to show changes over a period of 
time to a treatment procedure. Yet, Fitts and Hammer (1969) submit 
that there axe also a number of studies which showed that experiences 
which axe meauiingful and significant to the individual do, indeed, 
instigate self-concept changes. In accounting for this assumption, 
Fitts and Hammer consider that change is not immediate since the 
self-concept has to be reorganized from perceptions resulting from 
feedback from the new behavior. 
In unpublished data, Joplin, 1964, as cited by Fitts amd 
Hammer (1969, p. 26), demonstrated that it is possible to make 
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changes in self-concept in a positive direction. The study involved 
28 subjects who were incarcerated at the Highlands Center in New 
Jersey, The program at Highlands stressed personaJ. adjustment, so 
no additional speciaJLly designed treatment was provided for the 
subjects. The program utilized group approaches which allowed the 
subjects to assume responsibility in setting and enforcing behavioraJL 
goals for themselves ajid for each other. Pretest and posttest' data 
were obtained. A follow-up study was made two yeairs later. Eleven 
of the 28 boys had returned to an institution. The data was treated 
again after dividing the subjects into two groups: the recidivist 
group and the nonrecidivist group. The follow-up data indicated 
that those who became members of the nonrecidivist group had displayed 
different self-concept changes during their treatment at Highland. 
Analysis of the data established that the greatest change in self-
concept was made by those who were in greater distress with and about 
themselves and were less defensive. Fitts and Hammer regsird this 
study on chsmge in self-concept as encouraging rather than conclusive 
since the sample was small and no cross-validation had occurred. 
Self-concept of children 
Much of the research on the self-concept of children deals with 
delinquents and other exceptional, children or disadvantaged children 
or another correlate, achievement. One might speculate that the 
delinquent aoid other exceptional children comprise captive groups 
with whom to work; the studies of the self-concept of disadvantaged 
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children are a product of federally funded programs; the correlation 
of self-concept with achievement is the aorea most commonly investi­
gated by those in the field of education, although other correlates 
are also significaint to educators. 
In summaarizing the studies concerning delinquents, Atchison, 
1958; Deitche, 1959; auid Kim, 1967, as cited by Fitts and Hammer 
(1969, pp. 16-17), found a definite difference in the self-concept 
of the delinquent from the self-concept of the nondelinquent. The 
delinquent's self-concept is to a greater degree negative, uncertain, 
variable, and evidencing conflict. Delinquents axe less defensive 
than nondelinquents; they axe likely to be more acquiescent; and they 
are deficient in personality integration. Delinquents tend to be at 
odds with society, Fitts posits that delinquents are also in con­
flict with themselves and axe low in self-concept. 
Lefeber, 1965, as cited by Fitts and Hammer (1969, p. 22) used 
two groups of delinquents, one consisting of first offenders and the 
other of recidivists, and a nondelinquent group. Lefeber found that 
the two groups were significantly different from one smother in over­
all self-concept, in self-esteem, and in behavior. In addition he 
found the greatest differences between the nondelinquents and the 
recidivists. Lefeber*s study supported the contention that there 
is a relationship between poor self-concept aind delinquent behavior. 
The evidence from other studies is contradictory regarding 
change in self-concept of delinquents as a result of incarceration. 
In a study conducted at the State Vocational Training School in 
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Pikesville, Tennessee, Fitts found that the length of time the boy 
had been in the institution was not a significant factor in his 
perception of self. Mease, 1961, aaid Balaster, 1956, as cited by 
Fitts and Hammer (1969, p. 25), reported sinilar findings with Mease 
finding some chamge in a positive direction but not a significant 
one. A study by Hammer, 1969, as cited by Fitts and Hammer (1969, 
p. 25), yielded findings similar to those of Mease. But Fitts in a 
study conducted at the Women's Prison in Tennessee found indication 
that subjects who had been in prison for a shorter period of time 
had healthier self-concepts than those who had been imprisoned for a 
longer period of time. Therefore, the findings of Joplin, which 
showed significantly different self-concept changes in nonrecidivist 
delinquents offered challenge and encouragement to researchers since 
the self-concept does not chauige readily. 
In the past ten yeairs much has been written concerning the 
disadvantaged child. Prior to this time, the widely accepted assump­
tion had been that socioeconomicaJLly disadvantaged children have lower 
self-concepts. In this time intervaJL, studies show that this is a 
dangerous assumption. A representative study is that of Scares and 
Soares (1969) in which the reseaurchers investigated the self-concepts 
of 295 advantaged and 229 disadvantaged children in Bridgeport, 
Connecticut, schools in grades four through eight. The advantaged 
were identified as coming from families whose income was $7000 or 
more. The disadvsmtaged children came from families whose income 
was $4000 or less. Each child checked a self-rating form of forty 
bi-polao: traits such as: 
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I am a 
happy 
I am not 
: a happy 
person very 
happy 
more 
happy 
than 
more 
unhappy 
very person 
unhappy 
unhappy 
than 
happy 
A Chi-square procedure was used to assess the results. As might be 
expected, both advantaged and disadvaoîtaged children reported posi­
tive self-perceptions and personality traits. The disadvantaged 
children had higher self-perceptions and in more instances viewed 
themselves as having higher positive personality traits than the 
advantaged groups. So, despite their socioeconomic hsoidicap, dis­
advantaged children do not necessarily suffer from lower self-esteem 
and a lower sense of personal worth. Soares emd Soeores suggest that 
neighborhood schools of the elementary school child provide a homo­
geneity of population and, therefore, a form of security. 
Next the Soares (1971) investigated self-perceptions of both 
elementary aoid secondaary school students who were classified as ad-
vaaitaged and disadvantaged. Their sample consisted of 183 dis­
advantaged and 190 advantaged elementsury school students and 138 dis­
advantaged and 150 advaoitaged secondairy school students. Forty bi­
polar traits for self-rating were checked. Analysis of variance was 
applied to determine the significance of meem differences comparing 
disadvantaged and advauitaged, elementary and secondary, male and 
female. Their findings include that disadvamtaged children view 
themselves more positively and perceive that others look at them more 
positively than advaintaged children; the elementaory school students 
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had higher self-images than secondary school students. The Soaxes 
suggest that the change from neighborhood elementary schools to 
integrated secondary schools, which axe larger and therefore aa:e more 
competitive and offer less security to the individual, contributes 
to the lowering of self-images for both disadvantaged and advantaged 
students. 
Others have reported similar findings. Brookover's longitudinal 
study of the self-report of over 1,000 seventh grade white students 
in an urban school system who were followed through the twelfth 
grade from 1962 through 1968 is one example. The student's concept 
of his ability is more significant than his totaJ. self-concept ac­
cording to Brookover (1964). Morse (1964) found that reported self-
concept decreased gradually with age with 84% of the youngsters in 
third grade being proud of their work in school while only 53 percent 
of the eleventh grade students claimed they were proud of their work. 
Trowbridge (1972) in studying creativity in students and 
teachers found that lower class children have higher self-concept 
scores than middle class children as assessed by the Coppersmith 
Self-Esteem Inventory. Rosenberg (1965) found that social class 
has a limited effect on self-esteem and that ethnic membership 
does not relate to self-esteem. 
Studies by Kerensky (1967) and Carter (1968) also resulted in 
rejection of saciceconomic circumstances of ghetto and inner city 
children as a causative factor in lower self-concept. 
Coopersmith (1967) suggested a number of factors which appaorently 
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have insignificant influence in developing high esteem. Among these 
were social class and ethnic background which he considered needed 
more study. 
Coopersmith (1967) made an intensive and extensive study of 
self-esteem aind its development. He defines self-esteem as: 
. . .  t h e  e v a l u a t i o n  w h i c h  t h e  i n d i v i d u a l  m a k e s  a n d  
customarily maintains with regaxd to himself: it ex­
presses approval or disapproval, and indicates the ex­
tent to which the individuaJL believes himself to be 
capable, significant, successful, and worthy, [p. 4,5] 
As a result of his investigation, he concluded that three conditions 
enable a child to value himself and to consider himself a person 
of worth are: pairental warmth, respectful treatment, ajid cleaarly 
defined limits. This indicates that the family relationships sure 
more important than socioeconomic factors in developing self-esteem 
and, therefore, low self-esteem can exist in any family. 
While the home is the most important factor in developing the 
self-concept of the child and determines the attitude towaard him­
self with which the child enters school, the next most important 
element in developing the child's self-concept is the school. 
Purkey (1970) states that significant others are the most influential 
factor in molding the child*s self-concept. Therefore the teacher 
as a significant other can build or damage a child's self-concept. 
One of the eaarly studies along this line was conducted by 
Staines (1958). The conclusion from his study of classroom inter­
action between teacher-child and child-child was that self is an 
important factor in lesarning and changes, either positive or negative. 
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in self-concept do occur as a result of the teacher-child relation­
ship. His study confirmed that cognitive learning was as good or 
better with a teacher who included attention to affective leairning 
in the school day as it was with the teachers who ignored the affect­
ive domain. However, the self-concept of those students whose teach­
ers dealt with the euffective domain either grew or maintained positive 
direction while those whose affective needs were overlooked moved in 
a negative direction. 
Richmond aind White (1971) reported that students vihose teachers 
described them unfavorably sure likely to have low self-concepts, to 
be less popular with others, amd to achieve academically at a low 
level. Other studies which confirm that a child's behavior is greatly 
influenced by the expectations of the significant others in his life 
include Meyers (1966), Brookover ^ t a2. (1965), Shaw ajid Button (1965), 
and Davidson and Lang (1960). 
Another correlatate of self-perception, classroom environment, 
was investigated by Purkey and Graves (1970). They hypothesized 
that students of a school (E) which was ungraded, humanistic, 
success-oriented with freedom to explore and in which academic failure 
and yearly retention were eliminated would show greater evidence of 
self-esteem than students in a school (C) that featured self-
contained, grade level classrooms. In the experimental school stu­
dents were enrolled in Quad 3, 4, 5, or 6 comparable in age and grade 
level of the conventional school but allowing for continuauL regroup­
ing for individual differences without a stigma of failure or placing 
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the child outside his chronological age group. Pur key and Graves aJLso 
predicted that the measured differences in self-esteem between the 
two groups would increase as the grade level ascended. The Cooper-
smith Self-Esteem Inventory was the instrument used. Means were caul-
culated by grade (quads in the E group) and by schools. Both hypoth­
eses were verified using emsULysis of variance procedures, i.e., 
the students in the escperimental group had higher self esteem than 
students in the conventional school and the longer the children 
were in the experimental school the greater the difference. 
Studies seeking to identify the relationship between self-
concept and academic achievement aore numerous. In his longitudinal 
research Brookover (1965) concluded that the student's self-
concept of ability is significantly related to achievement, that 
the self-concept of ability limits school achievement, and that the 
student's perception of his ability is a better predictor of his 
achievement than global, self-concept. 
Other studies, Campbell (1965), Bledsoe (1967), Gill (1969), 
and numerous other studies point to a relationship between self-
concept and scholastic achievement. Purkey (1970) summsarized the 
current status of self-concept and achievement in this fashion: 
Although the data do not provide clear-cut evidence about 
which comes first—a positive self-concept or scholastic 
success, a negative self-concept or scholastic failure—it 
does stress a strong reciprocal relationship and gives us 
reason to assume that enhancing the self-concept is a vital 
influence in improving academic performance, [p. 27] 
A final, area to report upon is the pattern throughout the school 
year upon the assessment experiences of elementary school students. 
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In general, elementary school students are likely to show negative 
increases and positive decreases on personaJLity measures as the 
school year approaches completion. A study demonstrating this 
tendency is that of Flaoiders, Brode, and Morrison (1968). 
In reviewing student self-concept, we have examined representa­
tive research regaxding delinquents, the disadvantaged, and other 
correlates; i.e., significant others, antecedents, classroom 
climate, aund academic achievement. The question arises. How does 
the teacher's self-concept affect the student's self-concept? 
Self-concept of teachers 
In considering teacher self-concepts the findings of Combs ^  
al. (1969) aire significant to this study. Combs' study indicates 
that materials aind techniques aire important, but equally 
important axe the teacher's self-perception and his attitude towaird 
others. This supports the assumption that a person behaves in accord­
ance with his beliefs about himself. Earlier studies pointing the 
way for this conclusion include Berger (1953) who found that self-
concept and perception of others aire related. Trent (1957) con­
cluded that a person who accepts himself probably accepts others. 
Purkey (1970) reports that Jersild wsis one of the eaxly advocates 
of the importance of a teacher's self-concept. These findings 
provide evidence that a teacher's classroom effectiveness is depen­
dent to a lairge degree upon his perceptions of the worth of himself 
and his students. 
From the frame of reference that self-concept is a critical. 
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variable in auLl human behavior, the question arises concerning the 
kinds of self-concepts teachers have. Fitts* analysis of data from 
four studies (Fitts and Stewart, 1969; Fitts, 1972; McFarland, 1970; 
Koger, 1970) utilizing the Tennessee Self-Concept ScaJLe indicated 
that teachers, as a group, report much the same self-concepts as do 
people in general. This means that it is unlikely that there is any 
self-concept characteristic peculiar to teachers as a special class 
that influences relationships between teacher self-concepts and 
other variables implicit in the educational process of schools. 
Garvey (1970) studied student teachers using supervisor evsulua-
tion as performaince criteria. The subjects were 150 student teachers. 
Their student teaching performance was evaluated by two supervisors. 
Following the student teaching experience, Gairvey extracted two 
groups: one group (N=28) was made up of subjects who had received 
an A from both supervisors. A second group (N=12) had received two 
grades of less thain B. All the subjects had written the Tennessee 
Self-Concept Scal.e prior to the student teaching experience and vere 
found to be within the normal range of self-concept. The subjects in 
the higher performance group showed less conflict, lower variability, 
generally higher self-esteem, and higher personality integration. 
These discriminations occurred between groups both of which reported 
relatively normal, self-concepts as assessed by the TS-CS. 
A similar study by Passmore (1970) supported the findings of 
Gcirvey. The performance criteria for this project were ratings by 
supervisors and cooperating teachers for 143 student teachers. The 
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instrument ProfessionaJ. Judgment of Student Teacher Competence was 
used. The two groups extracted from these observer evaluations 
were the upper third (N=36) and the lower third (N=36). Assessment 
of self-concept for the total sample revealed normal or better self-
concepts. For the two groups extracted, there were significant dif­
ferences in performance in favor of the upper group. 
Studies which use student evaluations as performance criteria 
for teachers have provided results that axe less significant thajn 
those that use supervisor evaluation as performance criteria. For 
example, Fitts (1972) reports from personal correspondence with J. 
Seeman in 1965 an investigation in vAiich two groups of teachers, 
divided according to student ratings showed no significazit differences, 
only a trend that the high group moved in the direction of better 
performance than did the low group. 
A study using classroom behavior as performance criteria was 
conducted by Trowbridge (1969) in the IMPACT project. The study in­
vestigated the relationship between teachers' self-concepts and the 
proportion of class time devoted to various activities. To assess 
the self-concept, the TSCS was administered to 208 elementary and 
secondary school teachers. Classroom activity consisted of analyzing 
audio taped discussions by using the Aschner-Gallagher Interaction 
Analysis system. This system categorizes the cognitive activities 
of students into types of thinking labeled divergent, evaluative, 
memory, convergent, send routine. Scores for each of these categories 
were correlated with teachers' Total Positive scores. The results 
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cleairly indicated that teachers with more positive self-concepts 
elicited higher level thinking from their students. Seidmaoi (1969) 
amd Moravek (1970) in their research reported results similar to 
those of Trowbridge. I 
Blume (1968) refers to research examining the relationship 
between self-concepts of children aoid those of their teachers. The 
comparisons were made on each teacher's class for two years. The 
results were the same for both years: teachers who report high 
self-esteem tend to have classes in which children rate high in 
self-esteem. 
The findings of research cited herein indicate that teachers 
compaire faborably with the general population in self—concept. When 
performance in the classroom is compared with the level of self-
esteem, those teachers with higher self-esteem tend to perform in 
more effective ways thain those who, aJ.though within the normal range 
of self-concept, report lower levels. Further findings suggest that 
the level of self-esteem shown by the teacher is matched by the level 
of self-esteem indicated by his students. 
Group Reseeurch 
Teachers often seek assistance as they go about their tasks of 
providing for the growth of their pupils. They seairch for this 
assistaoice in various ways. Some enroll in classes at nearby univer­
sities. Others read in professional, journals and books. Still others 
attend workshops conducted by speciaJLists outside the school system. 
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Nearly all teachers participate in meetings scheduled by curriculum 
supervisors. A few take part in study groups which concentrate on 
a focal point such as the writing of learning activity packets or 
developing leairning center materials. Another source of assistance 
for teachers is the elementaory school counselor who is on the scene 
day by day, week in and week out. 
As a means of providing assistance for teachers, a counselor 
may provide group activities. An overview of group experiences 
precedes specific research regarding group outcomes. 
Overview 
The literature is replete with research dealing with various 
types of groups. While some of the reseaorch employs the group 
formats used in this study, a resume of literature on groups would 
be incomplete if it were to exclude other meaningful research related 
to the format of this study. Hence attention is given to clarifying 
similar and dissimilar aspects of groups before proceeding with the 
diversity of research dealing with groups. 
The classroom The classroom is not only a place where 
learning occurs. The classroom is also an environment with a climate 
that influences the growth of the persons assembled within its 
boundaries. Since the key component of the classroom is people, the 
classroom is regarded as a group. 
In this group, the classroom, the individuals grow as total 
persons even though for the sake of convenience in communication we 
label that growth cognitive (subject-matter) or affective (sociail). 
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In the realm of cognitive growth we include the acquisition of 
content and intellectual function, which may xange from learning 
basic number facts through exploring possible ways to balance a 
budget to evaluating the effectiveness of a decision to use coal 
to provide energy. Affective growth deaJLs with understanding self 
and others. Here the leaorning touches upon such critical facts of 
life as personal worth, need for sharing, and respect for others. 
Much of the climate within the classroom is determined by the 
interrelationships of students with students smd of students with 
teachers. Teachers model these relationships during their contacts 
with students and while being observed in the process of interacting 
with other students and teachers. 
The classroom is a structured work-group wherein the social 
context provides for leaorning by experience. Its composition may 
range from ten to fifty involuntarily assigned students who possess 
diversity of characteristics and one teacher or leader. At elementary 
school level these people meet together daily usually for one school 
yeair. The classroom group focuses on subject-matter learning and 
social learning in providing the student with the opportunity to 
study the effects of his behavior as he goes about his work of 
learning in the classroom group. This group is holistic with the 
basic components being the individual, the nature of the learning 
tasks presented, and the interaction that takes place within the 
classroom. Munson (1970) refers to these elements as the learner. 
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the behaviors to be learned, and the conditions under which the 
learning takes place. 
Small groups. Often the classroom group is relatively 
large. SmaJLler groups also serve a purpose in the growth process. 
These smaller groups are concerned with personal growth whether 
intellectual only or the more intensive group experience which Rogers 
(1970) regards as the most rapidly spreading amd potentially potent 
social invention of the century. The significance of the personal 
growth e^qjerience in relation to the development of self-concept 
permeates the writings of Rogers (1951), Rogers and Dymond (1954), 
Wrenn (1966), aind Tyler (1961). For the purpose of description, a 
rather broad classification suffices to delineate the chaoracteristics 
of four kinds of group experience: T-group, encounter group, sensitiv­
ity group, amd therapy group. 
The T-group, so named because it was developed at the National 
Training Laboratory from the work of Kurt Lewin, focuses on process— 
how people function in problem-solving situations. EssentiaJLly, the 
T-group provides the framework for individuals to participate in 
mutual activity which emphasizes the processes of group interaction, 
an individual's responsibility within a group, and the application 
of these processes to the work requirements of daily living (Brad­
ford, Gibb, and Benne, 1964). The T-group is usuaJly an adult group 
of eight to twenty members who have a common background but may vary 
in age. The leader is in somewhat of an advisory role as he helps 
the group function by analyzing, clarifying, and suggesting. The 
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T-group provides for feed-back concerning the individual's participa­
tion in the group, for comprehension of the forces which operate 
within the group, and for integration of the nonfeeling elements of 
the business world and the feeling needs of persons. This provides 
for the developing of mature, productive, and sound relationships 
among people. 
The second type of group experience is the encounter group vrtiich 
Gordon (1972) regards as the opportunity to strive toward self-
actualization through shearing individual and interpersonal experiences 
in the immediate experience. The participamts aare any persons not in 
the midst of resolving a serious problem or not seriously disturbed. 
The group will probably consist of six to ten members and will meet 
for a pre- spec if ied period of time. The leader may use a variety of 
techniques from nonparticipation on a personal level to using self 
as an instrument for change. In encounter groups participants quickly 
establish relationships of trust, shearing, and cauring. Because they 
trust and caire they may confront one another but share in the respon­
sibility of helping to work through the effects of the confrontation. 
In an encounter group such ais this, an individual experiences the 
impact of using growth producing powers of perception and sensitivity. 
Rogers (1970) reports that a sensitivity group may resemble 
either a T-group or an encounter group. A middle-of-the-road approach 
would be wàiat Gordon (1972) calls a basic counseling group, one vdiich 
is basically re-educative in that through the help of the leader vAio 
may use various styles and other group members, the individual is 
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helped to develop greater satisfaction from his interpersonal re­
lationships. The size of this group may be from four to ten persons 
with a specified time element consisting of group sessions approxi­
mately one and one-half hours long and extending over a period of 
five to fifty sessions. Sharing of the less desirable parts of the 
self contributes to insights, emotionauL release, increased awaureness, 
aoid acceptance. 
A truly therapeutic group is one found within the confines of 
an institution and its purpose is generally thought to be rehabilita­
tion with possible return to the outside world as its goal. The 
group size is smaill aind the leader has a more responsible role in 
that he is in touch with the ins titutional goals for the individual 
(Durkin, 1964) and proceeds in a more structured manner than other 
groups. Persons in therapy groups have a secure setting for develop­
ing interpersoncJ. relationships. 
A finaJ. small group not included as one of the four categories 
above is the study group which focuses on intellectual growth» 
These groups may vary in size, age, topic of study, but the goal is 
increased knowledge. Study groups may be informal with elected 
leaders and selective membership or they may take other organizational 
forms. But the focus remains on content without revealing or sharing 
any personaul relationship to the topic. Little involvement is ex­
pected of the partie ipamts and the study group format merely points 
out what information is available by lecture, demonstration, exhibi­
tion or intellectual discussion. Affect is given little or no 
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consideration in study groups. 
From the research on interaction in the classroom and on inter­
action found within small groups, the review of literature for groups 
was gleajied. 
Classroom verbal interaction 
In reviewing research on classroom climate, Flanders (1967) 
comments that there are times when direct influence is most appro­
priate in classroom lesurning and others when indirect influence is 
most appropriate. Flanders cautions that much misinterpretation of 
research has resulted in the belief that direct influence should be 
avoided in the classroom. This gives rise to an interest in flexi­
bility of teacher influence that remains to be studied. 
Cogan (1956) studied the relation of the behavior of teachers 
to the productive behavior of their pupils. He presented the follow­
ing schema to crystallize the process by which classroom behaviors 
are related to pupil change: 
nature and 
extent of 
influence 
the 
3. the classroom 
2. communication 
with pupils 
1. the motivation 
of pupils 
pupils 
experiences of 
pupil 
behavior 
Figure 1. Schema for pupil chainge in classroom behavior 
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Using pupils' perceptions as data, Cogaoi reported inconclusive 
evidence that pupils tended to do less required work aind less self-
initiated work for teachers vdiom they perceived as preclusive (anti­
social, surly, spiteful, dour, hostile, impatient, self-centered, 
self-assertive, emd aloof) while for those teachers whom they per­
ceived as inclusive (outgoing, good-natured, friendly, cheerful, 
trustful, patient, self-effacing, self-submissive, and responsive) 
the average required work scores and the average self-initiated 
scores related positively. His findings are much like those of 
Anderson et al. (1946), Lippitt and White (1943), Withall (1949), 
Flanders (1960), and Perkins (1951). 
Furst and Amidon (1962) were among the first to use the Flanders 
interaction anaulysis process with elementary classrooms. They 
divided their sample into thirds representing different neighborhoods; 
low socioeconomic area in a large metropolitan school system, in 
suburban schools adjacent to the city, and in middle socioeconomic 
aireas in the city. At least 25 classrooms were observed at each 
grade level in a minimum of five observations of the subject areas 
of arithmetic, social studies, and reading for a period vaarying 
from 30 minutes to 45 minutes. Rater reliability determined by the 
Scott coefficient vaaried from 0.87 to 0.99. Furst and Amidon con­
cluded that teachers at different grade levels have different 
opinions regarding the teaching-learning process; that primary grade 
teachers consider student participation more important than inter­
mediate teachers do; that primary grade teachers feel that 
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encouragement, acceptance, and praise are necessary while upper 
elementary grade teachers place more emphasis on cognitive leaarning; 
that upper grade teachers tend to place more value on independent 
study as much of the category silence was spent in seatwork; that 
all level teachers use methods indicative of extended indirect in­
fluence except third grade; that teachers tend to use more indirect 
methods in social studies than in reading amd mathematics ; that 
third grade is the year of change vdiere the amount of teacher tailk 
increases, the amoxint of praise and acceptamce of student ideas is 
lowest, more time is spent in giving directions, extended indirect 
influence is lowest, teachers respond to student taJLk in ways other 
them praising and questioning, and student initiated response is 
lowest. 
Amidon and Giammatteo (1967) found that superior teachers differ in 
verbal behavior patterns from those of average teachers. Student 
initiated activities were accepted more, encouraged more, and 
built upon by superior teachers. There was about 12% more student 
participation in the classes of superior teachers. Their sample 
was 153 elementary school teachers. Of these 33 were identified 
by supervisors amd administrators. The other 120 teachers were 
randomly selected from eleven different school districts. 
In investigating what happens to the positive attitudes of 
students toward teachers and schoolwork, Flainders, Brode, and 
Morrison (1968) concluded that the positive attitude diminished more 
in the classroom where teachers used less praise and encouragement 
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than those who offered more praise and encouragement. In addition, 
they found that there was a relationship between pupil attitudes 
towards the teacher and toward the learning process and teacher 
verbal behavior. 
Soax (1966) compeared teacher indirectness with student growth 
in creativity, reasoning ability, and concrete tasks. He found that 
the greater the teacher indirectness, the greater the growth in 
measured student creativity. Teacher indirectness was effective 
only to a point when performance in reasoning tasks as well as less 
abstract tasks begain to decline. 
Two studies that should be mentioned here include Dieken and 
Fox (1973) who found indication that specific relationships actually 
exist between the perceptions teachers have of themselves as teachers 
and their patterns of verbal interaction in the classroom, Webb 
(1971) demonstrated that teachers personality is a criticeJ. variable 
in the classroom. Teachers who axe lacking in sensitivity to students 
who axe shy and insecure or to students who have low self-concepts 
and dislike school have a negative effect on the students' self-
concepts and attitudes towaard lesurning. The student of average 
ability is particulaxly vulnerable to this kind of insens it ivy 
according to Webb. 
Group interaction 
While much research using different types of groups has been 
done, the focus in this study is on groups that involve teachers. 
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In-service training is a way of life with the public school teacher. 
Flanders (1963) comments: 
At its worst in-service training is a gigantic spectator 
sport for teachers costing at least twenty million dollars 
annually. As spectators, teachers gather to hear speeches,. 
usually choosing seats in the rear of the room. They play 
a passive role in which their own ideaa and questions are 
not adequately considered. They react as one does to any 
performing art aind, are more impressed or disappointed by 
the quaJ-ity of the performance than with how much they may 
have learned. ... At its best in-service training is the 
opposite of a spectator sport since the teacher leaves the 
gremdstajid and joins the arena of activities, [p. 25] 
Recently interaction groups differing in focus and procedure 
have received attention from xeseaxchexs who seek a relationship 
between such group experiences and changes in teachers' self-
concepts, behaviors, classroom perf ormances, or other variables. 
Among these is a project in human relations training conducted 
by Bowers and Soar (1961) using 25 elementary school teachers in the 
experimental group and 29 in the control group. The experimental 
group participated in %-day sessions five days a week for three 
weeks. Each session was subdivided into theory, skill practice, 
and training group experiences. The control group was given the 
option of free tuition summer school courses and pairticipated in 
various activities to minimize the Hawthorne effect. Bowers and 
Soar concluded that not all teachers can benefit from this kind of 
training aind that teachers whose personalities and classroom 
practices were initially most effective gained the most from the 
training program. 
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Hrivnak (1970) designed a process model for in-service educa­
tion which combined group interaction sessions, classroom observa­
tions, and feedback: 
Interaction Session 
Developing competency 
Plan implementation in 
classroom 
Observation 
Feedback of Discussion 
of Observation 
J 
Continued Development 
of Competency 
I 
> Analysis of Implementation 
and Plan for Adjustment in 
rImplementation 
' I 
Observation 
I 
I 
I 
( Feedback or Discussion 
of Observation 
Figure 2. Process model for in-service education 
The goat! of Hrivnak's model was to produce changes in specific 
teacher behavior. Hrivnak's study consisted of two groups of femaJLe 
beginning primaury teachers. Group A had five members. Group B had 
four members. The control group was composed of five experienced 
primaary teachers. The program lasted for eight weeks. One treatment 
48 
group was completed before the second was begun. The groups met 
for one day per week with 1% hours for group interaction and 1% hours 
for plajaning. Two 45-minute observations followed for each competency. 
Feedback from the observer was provided. Competencies developed were: 
(1) develop and help students verbalize their academic difficulties, 
(2) use student's help in planning some group and individuail activi­
ties, (3) use a variety of different levels of academic materials, 
(4) deal with each student's off-task behavior in relation to the 
individuality of that student. The study resulted in no statistically 
significant change, although there was movement towaurd the competen­
cies desired with the experimental group. In addition, feedback from 
teachers who participated in the experiment indicated that the teach­
ers believed that the program was useful to them and gave them new in­
sights into children's growth, development, and learning. Teachers 
perceived changes in their own behavior as a result of this experience-
Soar (1966) starting from the position that knowledge of subject 
matter and development of the total personality axe compatible goals 
of education, sought to relate student progress to classroom process 
aoid to measures of a teacher's personality and behavior. A second 
concern was to determine the effects of sensitivity training for 
teachers. Soar involved 57 teachers and their pupils from four 
metropolitan elementary schools in grades three through six in a 
pretest-posttest design extending over two yeairs. At the beginning 
of the first year pretests were given. The following summer fourteen 
teachers volunteered for a nonresidentiail sensitivity training period 
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of three weeks' duration. The group met for three weeks for four 
to four and a half hours per morning. T-group sessions usually 
lasted two hours with the remainder of the time being divided be­
tween the theory session and the skill practice session. Posttest 
followed the second year of teaching. Mid-yeea: observations were 
made of all classrooms each yeax. His findings were that the cog­
nitive and adffective goals of education aire compatible and that the 
benefits of sensitivity training caui be measured, although not every­
one is benefited by such training, as the teacher's level of psychic 
resources constitute a factor in the effectiveness of the sensitivity 
training. This adds to the difficulty of assessing the effectiveness 
of sensitivity training. 
Nelson (1969) conducted a study which attempted to help teachers 
become more aware of how their behavior affected the emotions and 
attitudes of their students. A week-end retreat plus five follow-up 
sessions of three hours each provided the framework for human rela­
tions training techniques, feedback of classroom interactions, a com­
bination of these two, and a series of lectures on the use of new 
media to stimulate pupil motivation. It was predicted that these 
experiences by teachers should have a positive effect on pupil 
anxiety, peer relationships, self-concept, and attitudes toward 
school. Change was assessed by pre and posttests of anxiety and 
compulsitivity aund classroom observations. No significant changes 
or trends were noted. However, some of the teachers considered 
that they were moving in positive directions as a result of their 
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experiences. This illustrates that different people change in dif­
ferent ways. 
In cin experiment with elementary school students, Berenson 
examined the effects of systematic human relations training with 
teachers upon their classroom performance. There were four treat­
ment groups: the experimental group, the training control group, 
the Hawthorne effect control group, and the true control group. 
The experimental group was given 25 hours of training in the inter­
personal conditions of accurate empathy, positive regard, genuine­
ness, concreteness, immediacy, significant other reference, and con­
frontation prior to their student teaching experience. The training 
procedure utilized the integration of the didactic, experiential, and 
modeling sources of leaorning. The results indicated that student 
teachers can be trained in a relatively short time to function at 
higher levels of interpersonal skills, that supervisors of student 
teachers perceived those who functioned at higher levels to be more 
competent in their classroom performance than those who were func­
tioning at lower levels, and that higher level functioning student 
teachers could cope better with teaching problems involving teacher-
pupil relationships. In addition, those students with higher inter­
personal skills tended to use more positive reinforcement such as 
praise, encouragement, accepting smd claarifying pupils' feelings and 
ideas; to use less criticism; and to place less emphasis on subject 
matter content. Relatedly, students whose student teachers func­
tioned at higher levels of interpersonal skills were likely to feel 
51 
free to offer information and ideas even when the teacher was 
speaking, to interact more with their peers, and to become involved 
with peer initiated activities than when the activities were pro­
posed by the teacher. 
The concern has been improving classroom effectiveness. A 
study that relates to this purpose but somewhat different in method 
was that of Jensen (1968) in which he investigated self-evaJLuation 
as a form of in-service education. Commenting that there were a 
variety of cognitive opportunities for improving teacher's subject 
matter and methodology, there are very few opportunities to work on 
communication processes. These axe the processes which enable a 
teacher to transmit his attitudes, values, and expectations and to 
influence motivation, attitude toward school, and behavior of stu­
dents. Beginning with the assumption that the creative process func­
tions best when self-evaJLuation is permitted in the absence of ex­
ternal evaluation and when the individuaul can relate his performance 
to his ideal self, Jensen provided video-tapings of classroom lessons. 
Teachers were permitted to view the tape immediately and in private. 
In their written evaluations, the teachers pointed out some changes 
they felt thay had made. These changes were not always visible to 
someone else. However, there was increased self-confidence and 
desire for self-improvement. Because of the frustration caused in 
the participating teachers, Jensen concluded that consultation is 
necessary for this form of in-service education. 
Other studies include one by Trotzer (1970) who attempted to 
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assess the effect of group-centered and topic-centered metnods on 
group process and outcomes. Trotzcr's three groups were two ex­
perimental treatment groups, one a basic counseling group emd the 
other a topic-centered group, and a control group. Each volunteer 
group was composed of ten persons and each treatment had three 
groups. The Ss were volunteer collegians. Each experimental 
group met two hours per week for ten weeks. He found that using 
the Truax Scales that encounter groups differed significantly (p < 
.01) from discussion groups on accurate empathy, unconditional posi­
tive regard, and depth of self-exploration. Another finding was 
that there was no difference in self-concept scores as assessed by 
the Tennessee Self-Concept Scale. Using ten 90-minute group counsel­
ing sessions with five freshman English instructors in a midwestern 
university ajid a control group of eight from the same volunteer pool 
of thirteen, Davis (19b9) found no statistically significant dif­
ferences between experiential and control groups in his study to 
determine the effect of group counseling on teacher aJffectiveness. 
However, the means for the group counseling treatment group was 
higher than the control group in empathy, nonpossessive waxmth, 
genuineness, intensity and intimacy of contact, and concreteness as 
assessed by Truatx' Relationship Questionnaire. Mcinno (1969) in­
vestigated group interaction as a means of inducing innovative 
teaching in elementary schools. She used nine elementaxy schools 
witn le>9 teachers. Each building was divided into three treatment 
groups: E^ was concerned with classroom practices; E^ studied 
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paxent-teacher relations; C received no treatment. The groups were 
led by teachers trained by the experimenter and given mimeographed 
guidelines for each session. Principals were included in the group 
compositions. Pre- and post-evaluations were made with a two-month 
follow-up. Her hypothesis that teachers who participated in group 
discussions would try more innovations than those who did not was up­
held. Differences were found among buildings and there were fewer 
innovations by the parent-teacher study group thain by the classroom 
practices group. Principals were perceived as making more evaluative 
comments than teachers. In addition, feelings of affiliation devel­
oped among group members. However, once the regular meetings stopped, 
all gains disappeaared. 
A final study to consider is one by Fitts and Stewart (1969) in­
volving the self-concept of 40 teachers selected to staff a new and 
innovative junior high school. These teachers participated in a six 
week summer workshop to plan the curriculum and to develop methods 
for a team-teaching approach. The first three days consisted of a 
nonresidential sensitivity training laboratory. Questionnaires to 
evaluate the entire summer workshop showed overwhelming positive 
reaction to the sensitivity group and most participaants indicated 
that it was the most helpful part of the workshop. Follow-up 
studies a year later included a re-test of the TSCS, Although mini­
mum credence can be placed upon the results because there was no 
control group, the study points up these conclusions among others: 
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1. The year was significaint both personally and pro­
fessionally to those involved. 
2. As a tot^ group, the self-concept changed in the 
desirable direction. 
3. The kind of self-concept changes which occurred axe. 
a result of the kinds of self-concept each teacher 
brought into the workshop. 
Interpersonal relationships In a survey of concerns of 
beginning teachers, Aspy (1969) refers to Maslow (1954). The gist 
of this investigation as it pertains to the current study involving 
teachers is that classroom behavior is motivated by the level of 
need satisfaction at which the teacher functions. Implications are 
that expecting a teacher to perform at levels above the one at which 
he/she currently functions promotes frustration and unhappiness and 
that those counselors, supervisors, and principals who are interested 
in helping teachers grow to function at higher levels must begin by 
meeting the current needs of the teacher. Aspy concluded that many 
beginning teachers are operating at a survivaUL level (Maslow* s saufety 
level) in which they are coping with feax that they may not make it 
through the school yeax. At this point in their careers they need 
to be concentrating on competence—the giving to others. This posi­
tion of competence (self-esteem) is two stages above safety in Maslow*s 
hierarchy of needs. The need between sadfety and competency is love 
and belongingness. This characteristic is most effectively accom­
plished in the presence of others who shaxe the excitement and under-
staoid the concerns of beginning teachers. This also applies to 
tenure teachers. As Lewin (1947) found, people change their ways 
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faster in groups thsm individuailly. Schutz (19bb) has written that 
people need people—persons to receive from and persons to give to. 
Although Yee (1968) concluded that lower-class pupils have fewer 
potent sources of waxmth and support at home, so the role of the 
teacher as a significant other is greater than with students whose 
background is middle-class and that teachers' less positive atti­
tudes towaurd students in lower-class neighborhoods tend to result 
in less favorable attitudes by students toward teachers. Khan and 
Weiss (1973) point out that very little direct evidence is available 
on the influence of teacher attitudes on the school-related affec­
tive behaviors of students. One way to study this sarea is to focus 
on interpersonal relationships of teachers. 
In examining the literature pertinent to interpersonal relation­
ships of teachers, several studies emerged. One study was conducted 
by Elbert (1969) in which he tested the use of video-tape feedback 
of sensitivity training groups on self-concept, self-actualization, 
and interpersonal relationships. In his study his Ss were 24 educa­
tion students which were divided into two groups (experimental and 
control) of 12 each. The groups were administered the Personal 
Orientation Inventory, the Tennessee Self-Concept Scale, and the 
Fundamentail Interpersonal Relations Orientation; Behavior before 
and after the treatment period which was composed of five-hour 
sessions three days a week for two weeks. The experimentaJL group 
was given video feedback while thé control group was not. The group 
leader was the same person for the same groups. The data were 
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analyzed by Fisher's _t-test. The findings included that there were 
no significaoit differences globally in the three variables, but in 
some areas of self-actualization and self-concept significant changes 
did occur. There wore no significant changes resulting from inter­
personal relationship assessment. The video feedback group chamged 
on more sub-tests than did the control group. Elbert concluded that 
lack of significajit chajiges on any interpersonal variables suggests 
visual feedback of sensitivity training groups as employed by this 
study is not effective in producing interpersonal relationship 
orientation change. 
Weiss (1970) considers that psurents, siblings, peers, ajid other 
persons and situations with which the child comes in contact—in­
cluding teachers—form the major source of the origin and develop­
ment of attitudes toward self. This constitutes interpersonal rela­
tionships and so one of the major responsibilities of the school is 
to work to change undesirable attitudes, to build upon existing desir­
able qualities, and to provide appropriate learning experiences to 
develop adequate interpersonal skills and attitudes toward learning 
opportunities. This would necessarily include modeling on the paxt 
of the teacher. 
Gordon (1973) comments on the give and take of interpersonal 
relationships in tnis fashion; 
The establishment of feelings of being loved and being able 
to give love become clearer as self-concept is developed and 
become key elements in the structure of self ... Love re­
lationships established early in life influence not only de­
velopment of values but also sex-role identification. 
[p. 1222] 
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Again, the need hierarchy of the teacher and classroom interr 
personal relationships, at least theoretically, influence what happens 
in the classroom. In a study by Collins 93 sixth gzrade students and 
their four teachers aoid 105 fourth grade students and their four 
teachers from two elementary schools were grouped for learning speci­
fic units in math and social studies. The purpose was to investigate 
the influence of interpersonal compatibility on pupil achievement and 
teacher and pupil perceptions of their relationship. The pupils and 
teachers were assigned to the groups on the basis of FIRO-B and 
FIRO-BC compatibility scores. Additional instruments used included 
the Social Desirability Rating Scsule. Teacher-Pupil Relationship In­
ventory. auid achievement tests in mathematics and socicil studies. 
These were written before and after the units were completed. In 
addition, each teacher was asked to assign a letter grade estimate 
for each of her students before the unit began and to assign an 
earned letter grade a^ter the project was completed. The study found 
no significant support for the general hypothesis of interpersonal 
need compatibility grouping, although there was more movement toward 
the desired goals of improved perceptions of each other on the paort 
of both teachers and students, nor was there significant achievement 
gains in mathematics and social studies for the esqjerimental units 
studied. 
Two studies in the area of interpersonal relationships apply 
to student-teachers. In each study compatibility was the determinant 
in creating student-teacher/supervisor dyads. Di Tosto (1968) used 
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three groups: most compatible, least compatible, aind random degrees 
of compatibility. She found no significant difference among groups. 
Brabble (1969) posited that there should be a positive relationship 
in student teaching success and the compatibility of the student-
teacher/ supervisor dyad. Her findings reveeuled no significamt over­
all differences in student teaching success and the compatibility of 
the dyad. One significant difference did appeeu: in the aarea of 
control which Brabble interpreted to suggest that the need to succeed 
in student teaching was more important to the teacher than the need 
to be independent, responsible amd in a position to make decisions. 
In summary, the literature regeording student and teacher self-
concept was reviewed. Group research including the classroom as a 
group, teacher in-service groups, and teacher interpersonal, relation­
ships has been examined as they pertain to the main hypotheses of 
this study. 
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METHOD OF PROCEDURE 
To explain the procedures used in this study, information is 
presented under the following headings: design, variables, treat­
ment, sample, sources of data, and treatment of data. The purpose 
of this study, affective and cognitive consultation with teachers: 
effect on self-concept and interpersonal, relations, was to assess 
the effect of group consultation by counselor-consultants with ele­
mentary school teachers on the self-concepts of these teachers and 
their students in the Boone Community School District, Implicit in 
the construct of self-concept is interpersonsJ. relations, interaction 
in psurticulsur. The method of procedure is explained in the appro­
priate topics in the order indicated above. 
Design 
The design for the study was the nonraoidomized control group pre­
test and posttest design (Van Dal.en, 1966). In the study were twa 
groups that received different treatments and a control or no treat­
ment group. Assignment to groups was made following the pretest. 
At the conclusion of the treatment period, the posttest was admin­
istered. Changes as assessed by the difference when the pretest was 
subtracted from the posttest score were analyzed for significsince. 
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Nonrandomized control pretest and posttest design 
Experimental Group^ 
Experimental Groupg 
Experimental Group^ 
Experimentail Group^ 
Control Group 
where 
= Treatment I: Experimental Groups 1 and 2 
= Treatment II: Experimentail Groups 3 and 4 
T- = Pretest; Experimental Group 1 
T__ = Pretest: ExperimentaJL Group 2  
^2 
T- = Pretest: Experimental Group 3 
3 
T_ = Pretest; Experimental. Group 4 
^4 
T^^ = Pretest: Control (no treatment) Group 
T„ = Post test: EjqjerimentaJ. Group 1 
^Ei 
Tgg = Posttest: ExperimentaJL Group 2 
Pretest Treatment Posttest 
^lE^ ^1 ^2E^ 
^lEg ^2 ^2E^ 
^1E4 ^2 
T T 
•^IC 2C 
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T„_ = Posttest: Experimental Group 3 
2E3 
T = Posttest; Experimental Group 4 
= Posttest: Control (no treatment) Group 
Vaariables 
Since the purpose of the study was to assess the effect of 
specific group procedure experiences on the self-concept of ele­
mentary school teachers and subsequently on the self-concepts of 
their students, on the verbal interaction within treatment groups 
and within the classrooms, and on the interpersonal relations orienta­
tion of teachers, the independent vairiable was considered to be the 
treatment experienced. The difference vdien the pretest score was 
subtracted from the posttest scores and the difference when the 
early audio-tape group ratings were subtracted from the later audio­
tape group ratings were considered the dependent variable. More de­
tailed explanation of independent and dependent variables are dis­
cussed under appropriate headings. 
Treatment 
From the teacher volunteer sample of twenty, five groups were 
formed. Four of the groups received one of two different treatments. 
The fifth group was the control group and received no treatment. 
Each experimentail group consisted of four teachers and two counselor-
consultant group leaders. The counselor-consultants were the same 
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persons for aJLl experimental groups. However, there was one counselor-
consultant for replacement when needed. Thus, there were four experi-
menteJ. groups who received one of two treatments aind one control group 
which received no treatment. 
Treatment I 
Experimental groups one and two participated in Dinkmeyer's 
"C" group, which combines the didactic and the experiential. The 
rationale and procedure for "C" groups are detailed in Appendix B. 
The "C" group approach, being both didactic and experiential., is a 
holistic approach. *'C" group was so designated by Dinkmeyer (1971) 
because factors which maJce it effective begin with the letter cz 
collaborating, consulting, clarifying, communicating, being cohesive, 
confronting, being concerned, caring, being confidential., being com­
mitted to and being willing to chamge. These components encompass 
the affective domaôn, so the "C" group is also referred to as the 
affective treatment group. 
Treatment II 
ExperimentsJ. groups three smd four paorticipated in the researcher-
developed study groups, essentially cognitive, deaJ.ing with the under­
lying theory and application of behavior modification in the classroom. 
Participants were taught to categorize stimulus and response and to 
use these to manipulate behavior. Procedure for this treatment is 
found in Appendix C. 
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Control group 
Group five, the control group, was the no treatment group. 
The treatment period extended over ten consecutive weeks with 
snow or Easter vacations interrupting the nine after-school group 
meetings, which were an hour and a half in length for each group 
each week. In terms of the school yeax, the study took place the 
last heuLf of the third quarter and the first half of the fourth 
quarter of the academic yeax. All groups paorticipated in the pre­
test and posttest activities. 
Thus, the treatment phase of the study consisted of an auffective 
("C") group experience, a cognitive (behavior modification study) 
group experience, and a control (no treatment) group. 
Sample 
The research was conducted in five of the six public elementairy 
schools of the Boone Community School District. The sample was 
selected from teachers of students in grades three, four, and five 
for the school year 1972-1973. Of the twenty-nine teachers who were 
elegible, twenty volunteered. Students who volunteered were included 
if they met the criterion of being in attendance on the days when the 
pretest and posttest were given. Thus 398 students in grades three, 
four, and five constituted the student sample. 
Of the twenty teachers who participated in the study, twelve 
were between the ages of twenty-one a^nd thirty years, three were 
between thirty-one and forty, one was between forty-one and fifty. 
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three were between fifty-one and sixty, and one was over sixty. 
All the pairticipants were female as no male teachers were available 
in the total population of the grades included in the study. In 
years of teaching experience, twelve teachers had fewer than five 
years experience and three teachers had more then twenty years of 
experience. Two teachers held master of education degrees. Two 
teachers had baccalaureate degrees plus at least fifteen additionaJ. 
graduate hours. The remaining teachers held bachelor of arts or 
bachelor of science degrees. 
Sources of Data 
To assess the effects of the treatments, two types of data were 
collected: data from instrumentation and data from coding verbal 
interaction. A discussion of the sources of data follows. 
Ins trumentation 
The instrument used to assess student self-concept was the Piers-
Harris Children's Self-Concept Scale (P-H) . Teacher self-concept was 
assessed by the Tennessee Self-Concept Scale (TSCS). To assess teach­
er interpersonal relations orientation the Fundamental Interpersonal 
Relations Orientation: Behavior (FIROsB) was employed. Each instru­
ment appears in Appendix D. 
Fiers-Haorris Children's Self-Concept Scale The Piers-Harris 
Children's Self-Concept Scale, "The Way I Feel about Myself." is a 
self-report instrument for children that can be used from grades 
three through twelve. The Scale was developed primarily for research 
65 
on the development of children's self-attitudes and correlates of 
these attitudes. The items were developed from Jersild*s collection 
of statements about what children liked and disliked about themselves. 
Ninety children from grades three, four, and six in a small district 
provided the sample. The items aire simply declarative statements 
such as "I csm be trusted," "I worry a lot," and "I am an important 
member of my class." The items sure answered "Yes" or "No." 
Most of the reliability data on the Piers-Hairris Scale come 
from the original standardization study (Piers and Harris, 1964) in 
which coefficients rainging from .78 to .93 were found. Stability 
coefficients after two and four months ranged from .71 (Piers and 
Hairris, 1964) to ,77 (Wing, 1966, as cited in Piers (1969, p. 12)). 
Content validity was originally based on Jersild*s qualities 
that children reported they liked or disliked about themselves. By 
the process of factor amsuLysis of items, nondiscriminating items 
were dropped. Therefore, not every area of Jersild*s qualities 
are present to the same degree. The emphasis is on his last two 
groups—"Just Me, Myself" and "Personality, Character, Inner Re­
sources, Emotional Tendencies." 
Concurrent validity rests on studies by Mayer, 1965, as cited 
by Piers (1969, p. 7), comparing the P—H Scale with scores on the 
scores on the Lipsitt's Children's Self-Concept Scale for a sample 
of 98 special education students, which resulted in a .68 correla­
tion; Cox's (1966) compaorisons with big problems checked on the SRA 
Junior Inventory by 97 special education students, which resulted in 
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-.64 correlation; Cox's (1966) work found a correlation of .43 be­
tween teacher rating of socially effective behavior and the P-H 
Scale auid sJLso found a correlation of .31 between peer rating of 
sociaJLly effective behavior amd the Piers-Harris Scaile. 
The Tennessee Self-Concept ScaJLe To indicate the teacher's 
perception of self, the TSCS (Fitts, 1965) was administered. This 
scaJLe has one hundred self-reference items. An example of an item 
is "I see good points in all persons that I meet." The subjects 
then rate each item according to the way they see themselves by 
using a five-point scaile remging from completely false to completely 
true. The test has been standardized with persons from twelve to 
sixty-eight years in age with educational, range from sixth grade to 
doctor of philosophy. The test-retest data over a two week period 
using college students resulted in reliability coefficients ranging 
from .67 to .91 for the vairious sub-scaJ.es. Validity rests upon the 
extensive work done by the author and others. The scale provides a 
global self-concept scaJLe and eight specific scaled scores deaJLing 
with different aspects of the self. The definitions of the scales 
aare: 
Total positive scores—reflects the overall level of self-
esteem 
Self-satisfaction—individuaul describes how he feels about 
what he sees of himself 
Identity—individual describes his basic identity; what he 
is as he sees himself 
MoraJL-ethical self—individual, describes moraJ. worth, relation­
ship with God, feelings of being a good or a bad person 
Behavior—individual. ' s perception of his own behavior 
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Personal self—individual describes his sense of personal 
worth; his evaluation of his personality 
Physical self—individual presents views of his bocfy, health, 
skills, amd sexuality 
Family self—reflects person*s feelings of worth and value 
as a family member 
Social self—reflects person*s worth in social interaction. 
Fundamental Interpersonal Relations Orientation; Behavior 
To assess teacher perception of interpersonail behavior, the FIRO-B 
was used. The FIRO Scales attempt to assess how an individual char­
acteristically relates to other people. FIRO-B assesses at the be­
havior level. The instrument consists of 54 self-reference items. 
Paorts of the items axe exemplified by "I try to be with others" 
which the subjects rate how they see themselves on a six-point 
sceûLe ranging from usuaJ^ly to never. The rest of the items aire 
similcir to "I try to be friendly to people" on which the subjects 
rate themselves on a six-point scale ramging from most people to 
nobody. 
The FIRO;B was constructed using the Guttmam technique for 
cumulative scale amalysis. 
The dimensions of FIRO theory aire Inclusion (I), Control (C) , 
aaid Affection (A) . These aare defined behaviorally by Schutz (1967) 
in this manner; 
I; The interpersonal need for inclusion is the need 
to establish and maintain a satisfactory relation­
ship with people with respect to interaction and 
association. 
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C: The intezpersonaJL need for control is the need to 
establish and maintain a satisfactory relationship 
with people emd with respect to control axid power. 
A: The interpersonail need for affection is the need to 
establish and maintain a satisfactory relationship 
with others in respect to love and affection. 
The FIRO;B scales are six in number; expressed and wanted be­
havior in the areas of inclusion, control, and affection. The scales 
were developed on about one thousand subjects, mostly college students 
plus a few Air Force personnel. The test has internal consistency 
with a mean coefficient of .94. The reliability of test-retest co­
efficients among Harveurd students over a one month period is .76. 
The FIRO:B rests its claim to content validity upon the theory under­
lying the use of Guttmem scales. The results of the studies to date 
indicate that making general norms for the FIROsB is impracticeU.. 
For this study, four instruments were used. To assess self-
concept the Piers-Harris Children's Scale of Self-Concept was ad­
ministered to students. Teacher self-concept was assessed by the 
Tennessee Self-Concept Scale while teacher interpersonal! relations 
orientation was assessed by the FIRO:B at the behavior level. 
Coding 
To assess possible effects of the treatments upon each group 
in the surea of verbal interaction, the Flanders Interaction Anailvsis 
System was used to examine classroom tape recordings of social 
studies discussions. For anaJLysis of the treatment group inter­
action, the Hill Interaction Matrix was applied. A discussion of 
these systems emd the rater training procedure appears below. 
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The Flzinders Interaction Analysis System The Plamders system 
is concerned verbal behavior in the classroom only as it can be 
observed. Observed behavior has higher reliability than nonverbal. 
It is assumed that verbal behavior of an individual is an adequate 
sample of his total behavior (Amidon aoid Flanders, 1971). 
In essence, the Flanders system is a ten-point classification 
schema in which all statements are categorized with one of three 
major sections: teacher taJLk, student taJLk, or silence or confusion 
or anything other than teacher talk or student teJLk. Teacher talk 
is sub-divided into indirect and direct teacher participation. 
Teacher talk is further structured to specify as indirect influence 
four observation categories: (1) accepting feeling, (2) praising 
and encouraging, (3) accepting ideas, and (4) asking questions. 
Direct influence has three components: (5) lecturing, (6) giving 
directions, and (7) criticizing or justifying authority. Student 
talk is divided into only two categories: (8) responding to teacher 
and (9) initiating talk. All categories are mutually exclusive, yet 
together they are totally inclusive of all verbal interaction occur­
ring in the classroom (Amidon and Flanders, 1971). The categories 
in the Flanders system are summarized in Appendix E. 
To apply the Flanders system, the trained rater records the 
category number of the talk at the rate of one entry every three 
seconds. This is done in columns, thus preserving sequence. These 
observations are tabulated in a matrix which consists of ten row, 
ten column table and entries are made by pairs as indicated below: 
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1st pair 
2nd pair ( 
y) 3rd pair 
4th pair ( ^  
5th pair 
ôth pair ( _ 
4) 7th pair 
silence 
giving directions 
silence 
criticizing or justifying authority 
giving directions 
accepting student feeling 
accepting student feeling 
asking a question 
To record the first pair, the tabulator would locate the cell 
identified row then, column six and tally therein, since the first 
number is the row and the second number indicates the column. From 
the completed tally a description of classroom interaction can be 
developed showing what percent of the total interaction during the 
observation period recorded was devoted to each category of verbal 
communication. 
The validity of the Flanders system rests in the wide use by 
researchers, by teacher educators, by those responsible for in-
service opportunities for teachers, and by counselors. Amidon and 
Hough (1967) offered their opinion of the Flaunders system by stating, 
"All categories axe mutually exclusive of all verbal interaction 
occurring in the classroom." 
For the study being reported, raters for the classroom tapes 
were two graduate students who had been trained by stadff members at 
Iowa State University. They then prepaared for analyzing the tapes 
by using the training tapes developed by Amidon and Amidon (1967). 
Prior to beginning the analyses, a sample tape demonstrating the 
type of classroom discussion involved in the study was evaluated 
by these raters. The raters used in this study were used in Olson's 
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(1973) study. As in Olson's study the interaction was of moderate 
agreement as specified by Williams (1972). The interrater reliability 
coefficient was .78 while the intraurater (consistency over time) coef­
ficient was ,86 for one rater and .78 for the other. 
Rater reliability for classroom and group interaction was com­
puted by using the method developed by Scott (1955). This method is 
represented by the formula 
- Po ~ Pe 
" 100 - Pe 
when 
TT = coefficient of reliability 
Po = percent of agreement between raters 
Pe = percent of agreement between raters due to chance. 
To compute the coefficient of reliability (TT), the percent of 
agreement between raters (po) and the percent of agreement between 
raters due to chance (pe) must be computed first. To determine Po, 
tallies for each observer in each category are recorded in colicans 
2 aind 3 on a form like this; 
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2 (•.»!<•« loi y A M A'/V, l'.% % Oifr. (Av<:.%) 
(1) (::) (:*) (4) (5) (6) (7) 
1. 
2. 
3. 
4. 
3. 
b„ 
7. 
8. 
9. 
10. 
Total 
Next, tne tallies in column two are added to find the total 
number of tallies made by Observer A. Then the number of tallies in 
each eategory is divided by the total number of tallies. The quotient 
is converted to percent and the result placed on the appropriate 
row of column 4. This process is repeated for column three with 
the results being placed appropriately in column 5. 
To find the percent of difference, each category percent in 
column five is subtracted from the corresponding percent in column 
4 and the differences axe summed to give a total difference which 
is used in computing Po. 
Pe (percent of agreement due to chance) is calculated by averag­
ing the tallies of both observations in each category. These are 
returned to decimal form, squared, and recorded in column 7. This 
column is then summed, resulting in the percent of agreement due to 
chance. 
By appropriately substituting the values calculated into the 
formula 
_ Po - Pe 
~ 100 - Pe 
Scott's coefficient of reliability is determined. 
Flanders (Amidon and Hough, 1967) suggests that a Scott Coeffi­
cient of .85 or higher is a reasonable level of performance. Williams 
(1972) considers the following interpretation to be feasible: 
.60 - .75 moderate agreement 
.76 - .90 good agreement 
.91 - -99 High agreement 
The interrater reliability for this study was of .78 agreement. When 
intrarater reliability over time was averaged, the agreement was .82. 
Hill Interaction Matrix The Hill Interaction Matrix (HIM) 
is a matrix with two interacting scales: content and work style. 
Twenty cells are contained in the matrix with four content categories 
and five work categories. One essential aspect of HIM is that both 
determinants are concerned with the characteristic modes of styles 
of interaction in therapy groups, and the twenty cells each typify 
twenty recognizable and familiar patterns of group behavior (Hill, 
1965)V The content properties of the HIM are topic, group, personal, 
and relationship. The work components of the HIM are responsive, 
conventional, assertive, speculative, and confrontive. The scoring 
74 
matrix is found on the following page. Since HIM was developed 
for therapeutic groups and the responsive work-style is not indicated 
in the matrices dealing with persons who are not institutionalized, 
no responsive work-style categories aore identified in groups of non-
institutionalized persons. 
To establish reliability for HIM, Hill investigated three judges 
and three groups using percentage of agreement, product-moment, and 
rank order correlations. These results were then compeared with per­
centage and coefficients of each of the three methods of reporting 
with other studies found in the literature. The results indicated 
that compared with percentage and product moment studies, the HIM was 
at least adequate with 70% and .76 correlation. In rank order the 
coefficient .90 was termed highly reliable. To further examine the 
reliability. Hill devised a card sort to be used with four judges. 
The average percentage of agreement for one set was 90% and 92% for 
a different caxd sort. From these card sorts came the training decks 
Mark I and Mark II. 
The validity of the HIM was established by Hill by selecting 
group therapy session tape recordings which represent seven theoreti­
cal orientations. Approximately one hundred tapes were examined to 
select the seven most representative of these approaches to inter­
action in group setting; Group Analytic, Neo-Psychoanalytic, Pure 
Psychoaoialytic, Nondirective, Didactic, Rational, and Guided Group 
Interaction. Based on these anaULyses, Hill concluded that the HIM 
yields reliable indices of group interaction which produce meaningful 
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and significant descriptions of total group operation so that groups 
can be systematically compaared. The compaarison possibilities include 
sub-group phenomena, movement within a session or over a series of 
sessions, therapist intervention, aoid individual consonance with the 
rest of the group (Hill, 1965). 
To utilize the HIM, raters analyze each transmission for place­
ment in the appropriate content and work cell. The tallies aire then 
counted amd weighted according to the value system developed for the 
HIM on the basis of Member-Centeredness, Interpersonal Threat, amd 
Patient-Therapist Role Taking. The weights of the cells axe delineated 
in Appendix F. 
In the study being presented here, two graduate students were 
raters. Both had been trained by Iowa State University staff members 
using the Maork I and Mairk II training decks. Review of the training 
decks amd a practice tape of a typical group session were used before 
the raters analyzed tapes two amd eight for each experimental group. 
Reliability was established by using the Scott coefficient formula. 
Interrater reliability coefficient was .95 while the intrarater 
reliability coefficient for one rater was .60 and .65 for the other. 
Coding as a source of data for this study consists of the 
Flanders Interaction Analysis System for classroom analysis amd the 
Hill Interaction Matrix for treatment group session interaction 
amaJLysis. 
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Treatment of Data 
Thus far the design, the variables, the treatment, the sample, 
and the sources of data used in this study have been presented. This 
section concerns how the data was treated. Two forms of data were 
gathered; numerical scores from self-report group administered 
scales and two forms of coded scores of groiç) verbail interaction— 
the Flanders Interaction Analysis System for the verbal interaction 
within the classroom and the Hill Interaction Matrix for verbal in­
teraction within each teacher treatment group. Analysis of vaoriance 
was the statistical technique employed in evaluating the group ad­
ministered data. The analysis of interaction in groups was clinical/ 
statistical. Explamation of these procedures and approaches follows. 
To reseairch the events in groups, determining the form of analy­
sis is a complex situation. In making that decision there are three 
rather broad approaches that one may use: clinical., statistical, 
ajid clinical/statistical (Gibbard, Hartman, and Mann, 1974). Explana­
tion of these approaches follow. 
In the clinical approach the emphasis is upon a unifying view 
and the methods involved tend to be subjective, intuitive, and 
theoretical. Case studies aoid ainecdotal observations are examples 
of the clinical approach. Those who ascribe to the clinic ail approach 
consider the global, and impressionistic methods employed to be saife-
guaurds for unconscious mechanisms and the intricacies of human beha­
vior. Bennis and Shepaord (1956), Bion (1959), and Slater (1966) aore 
best examples of the clinical approach. Critics of clinical 
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methodology question constructs such as sub-conscious and urge 
quantification to establish verification for their assertions. 
The statistical approach to group analysis systematically 
collects much data through coding interaction in groups. This pro­
cedure attempts to statistically identify the pattern of actions in 
group experiences by reducing group events to their simplest form, 
quantifying these events, and, once coded, treating them statisti­
cally for relevance, significance, and predictive value. The em­
phases of the coding vaxy from analysis of verbal interaction in 
assessing group development (Bales, 1950), role differentiation 
(Dunphy, 1964, 1966, 1968), individual needs (Schutz, 1966), and 
member activity (Wechsler and Reisel, 1959; Stock and Thelen, 1958) 
among others. The value of the statistical approach is that content 
analysis provides a unit appropriate for statistical treatment. 
However, no allowance has been made for the context and connotation 
of the group interaction being coded. 
The third approach is the clinicaLL/statistical approach which 
attempts to reconcile the two approaches by incorporating the 
strengths of each into a more meaningful methodology, one which 
respects both the intuitiveness of the clinician as well as the 
precision of the statistician. The clinical/statisticail approach 
attempts to utilize quantitative techniques and clinicail inferences 
in anailyzing groups. The work of Gibberd and Haxtmaui (1973) 
is a good example of this approach. Others include Mann (1966, 1967), 
Whitaker and Lieberman (1964), and Stock and Thelen (1958). One 
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advantage of this approach lies in the motivation for expanding group 
effectiveness that results from shearing experiences. A disadvantage 
to the clinicaJL/statisticaJ. approach is that it may lead to depersonal­
ization and preoccupation with quantification. 
This study uses two of these systems, the statistical, and the 
clinical/statistical approaches. The utilization of the statisticeul 
approach is presented first with the clinical/statistical to follow. 
Statistical approach 
The statistical approach was used for assessing the significance 
of the differences on the posttest minus pretest results of the in­
struments used for assessing student self-concept, teacher self-
concept, teacher interpersonal, behavior, and teacher interpersonal 
feelings. Treatment of these data follows in the order indicated. 
Student self-concept For comparing differences among treat­
ments on student performance, the structure of the experimental situa­
tion was: 
1. 3 treatment groups 
I = "C" (affective group 
II = Behavior modification (cognitive) group 
III = Control (no treatment) group 
2. Within treatment groups (I, II, III) were nested in 
two groups (Experimental. 11, Experimental 1 2) and 
(Experimental 2 1, Experiment ail 2 2) 
^11 ^12 ^21 ^22 
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Within treatment groups and experimentaJL groups were 
four teachers. This situation can be pictured as 
T-I T-II T-III 
G—1 G—2 G—3 G~4 G—5 
T T T T  T T T T  T T T T  T T T T  T T T T  
1 2 3 4  1 2 3 4  1 2 3 4  1 2 3 4  1 2 3 4  
This resulted in a totaJL of twenty teachers, each with a classroom 
group of children, representing 398 students who were administered 
the Piers-Harris Children's Self-Concept Scaile. pre- and post. The 
posttest minus pretest difference score was analyzed for the six sub-
scales and the total score. 
The nature: of the above experimentaJL situation dictated that a 
hierarchial anaJLysis of variance design be used. The NESTED procedure 
performs analysis of vaxiaince from an experiment with a hierarchiatl 
design. Each effect is assumed to be a random effect. Since the 
NESTED procedure produces estimates of variamce components, it is 
more appropriate for analyzing data from an experiment with a hier­
archial design involving random effects than is the ANOVA procedure 
(Service, 1973). 
The model representing this design as indicated by Winer (1971) 
was: 
^ijkl =^1+^1 + Pj(i) + Yk(ij) + ^l(ijk) 
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where 
i = 1, 2, 3 
j = 1, 2, for i=l, 2 
J = 1 for i=3 
k = 1, 2, 3, 4 for i=l, 2 
k = 1 for i=3 
1  =  1  . . .  3 5  f o r  k = l ,  2 ,  3 ,  4  
1 = 1 ... 35 for k=l 
and 
Y. , = individual's difference score 
xjkl 
H = mean population differences 
= effect due to treatment 
= effect due to jth group 9j(i) = 
^k(ij) ~ teacher nested within treatment and experimental group 
e. ,. \ = random error 
x(ijk) 
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The differences will be reported in the following manner: 
Analysis of variaoice: variable 
Source of 
variation df 
Sum of 
squares 
Mean 
square F-ratio 
1) Treatment 
2) Group 
within 
treatment 
3) Teacher 
within 
treatment 
and group 
4) Experi­
mental 
error 
15 
378 
SST 
ssyT 
SS/G 
ss 
SS^2=a 
SSG/T/2=b 
a/b 
b/c 
SSt/G/l5=c c/d 
SS^/378=d 
Total 397 
The test of interest in the present experiment was the test 
determining if ajiy difference among treatment groups exists. From 
the table above, that test shows the relationship between the total 
mean square and the group within treatment mean square with T^ 2 
degrees of freedom. The computer user program Statistics Analysis 
Systems (SAS) was used to compute the relevant F-values for the 
NESTED design model. The procedure regression in the SAS utilizes 
dummy variables to calculate the appropriate sum of squares for the 
analysis of variance design under consideration. 
While the variables considered in regression equations usually are 
values found in continuous range, sometimes a factor of two or more 
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distinct levels is introduced. When this is the case, vaJLues must 
be assigned to these vaariables in order to take caxe of the fact 
that each of these variables may have separate deterministic effects 
on the outcome. Such variables are called dummy vaxiables smd are 
unrelated to any physical levels that might exist in the factors 
themselves (Draper and Smith, 1966). These dummy variables exist only 
as long as the regression procedure is operating. 
In this study, two different treatments were provided. To assess 
change in self-concept due to treatments, dummy variables were as­
signed as follows; 
1 = Treatment I (Affective) 
-1 = Treatment II (Cognitive) 
0 = All others 
The format for the dummy vaariables that was used in the procedure 
regression for this experiment is indicated in Appendix G. Seven 
tests using this model were carried out on the six sub-scailes and 
the total score; the criterion variable was the posttest - pretest 
difference. 
Teacher performance Teacher performance was analyzed for 
16 factors which were assessed by posttest minus pretest difference 
scores. Of these, nine relate to the Tennessee Self-Concept Scaile 
while seven relate to the FIRO:B. 
The structure of this experiment consisted of three groups of 
teachers. Group I, the "C" or affective group, had eight members; 
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Group II, tue cognitive group, had eight members; Group III, the 
control or no treatment group, had four members. The data for each 
of the 16 items were treated by single classification analysis of 
variance with the criterion being the scale difference when the 
pretest score was subtracted from the posttest score. The model 
for this aincLlysis, single classification smalysis of variance, is 
given by Kirk (1968) as: 
e. . = experimental error. 
The resulting ajialysis of variance for each variable will appear. 
Analysis of vsuriance: variable 
when 
Y. . = individual score 
^ = meam of the total group 
= the treatment effect 
Source df Sum of 
squares 
Mean 
square 
P-ratio 
Treatment 2 Treatment Treatment Treatment 
Mean Square 
Error 
Mean Squaore 
Error 17 Error Error 
Total 19 
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In addition, descriptive statistics for all lb items axe included 
in Table 24. These relate to the mean difference and the meaun stan­
dard deviation. Pretest and posttest raw scores are contained in 
Appendix H. 
The user program Statistical Package for the Social Sciences 
(SPSS) was used to arrive at the approximate F-values indicated 
above. Subprogram ONEWAY computes single classification analysis 
of variance and was incorporated into the SPSS system in 1973. Sub­
program ONEWAY also allows one to make independent contrast calcula­
tion on the treatments to determine where significant differences 
exist if the overall F value is significant (Contrast Coefficient Ma­
trix) . In the present study, tnree treatment groups were used, indi­
cating the need for two independent contrasts. The contrasts used were: 
(1) Group I versus the average of Group II and Group III 
(1, -.5, -.5). For example, for this contrast, the 
following null hypothesis would be tested: 
X + X 
Vl 2 ° 
(A pooled ^ -test was used to determine whether the hypo­
thesis is accepted or rejected), 
(2) Group II versus Group III (0, 1, -1). 
Classroom interaction Classroom interaction was amalyzed 
for 12 interaction behaviors which were assessed by using the 
Flanders Interaction Analysis System to quantify audio-tapes from 
wnicn posttest minus pretest differences in percent for each behavior 
were analyzed. 
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In structure, the e3q)eriment consisted of three groups of 
teachers. The eight teachers in Group I, the "C" or affective 
group, provided one pre-treatment and one post-treatment audio-tape 
for a sociad. studies discussion for a totaJ. of eight posttest tapes 
and eight pretest tapes. The teachers in Group II, the cognitive 
group, provided nine post-treatment and nine pre-treatment tapes. 
One teacher had a combination third and fourth grade classroom 
which was maziaged as separate classes; therefore two tapes were 
submitted by this teacher. The four teachers in Group III, the 
no-treatment group, recorded four post-treatment aind four pre-
treatment tapes. 
The data for each of the twelve interaction behaviors were 
treated by single classification smalysis of variance using the 
criterion the difference in percent of total interaction when pre­
test percent was subtracted from posttest percent for each behavior 
identified. 
The model for single classification of variance used is given 
by Kirk (1968). This procedure is fully explained in the treatment 
of data for teacher performance. 
The statistical treatment of data for this study involved a 
hierarchial ainalysis of variance using dummy variables for the 
student self-concept performance using the posttest minus pretest 
difference as the criterion variable. Teacher performamce also used 
the posttest minus pretest difference as the criterion variable. 
The statisticaJ. procedure was single classification analysis of 
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vaxiance with independent contrasts showing where any significant 
differences were. The same procedure was used to treat the data 
for classroom interaction tapes. 
Clinicail/statisticaJL 
The statistical treatment of data for this study has been de­
veloped. There remains the clinicaJL/statisticaJL treatment of data 
reporting the findings of this experiment. The clinicail/statisticaJ. 
treatment of data procedures is explained next with teacher self-
concept first, followed by treatment group interaction. 
Teacher self-concept To assess teacher self-concept the 
self-report instrument Tennessee Self-Concept Scale was administered 
before the treatment phase began and sifter the treatment was com­
pleted to all teachers who partieipated in the study. For the pur­
pose of analyses all subjects were classified into categories in 
three different dimensions: self-esteem, self-actualization, and 
change in self-actualization. Five groups were identified as follows: 
Group Classification 
1 Defensive Position (DP). (All subjects with DP 
scores of 65 or higher—80th percentile—and/ 
or Self-criticism Scores of 28 or lower—more 
than one standard deviation below the mean) 
2 High Self-Esteem. (Other subjects whose TotaJL 
Positive Scores were 364 or higher; that is, 
% standard deviation above the mean)• 
3 High Average Self-Esteem. (Subjects with Total 
Positive Scores from 346 through 363). 
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4 Low Average Self-Esteem, (Subjects with TotauL 
Positive Scores from 333 through 363). 
5 Low Self-Esteem. (Subjects with Total Positive 
Scores below 333). 
All subjects were categorized into one of the five groups on both 
pretest and posttest, retaining treatment group membership. These 
findings are reported in graphic form as follows, form and findings 
consistent with Fitts (1973a). 
Group interaction Group interaction was coded for sixteen 
interaction behaviors as indicated in the HIM. The results axe 
reported in change in percent for each interaction. The interaction 
cells have been weighted by Hill and axe reported in percent of change 
between group session two and group session eight using audio-tape 
recordings for both aiffective and cognitive treatments. 
In structure, this phase of the experiment consisted of two 
treatments composed of sixteen teachers. Eight of the teachers 
paorticipated in one of two "C" group (affective) treatment groups. 
Eight other teachers paurticipated in one of two behavior modification 
(cognitive) treatment groups. A segment of the tape for sessions 
two and eight for all four was analyzed using the HIM. The segment 
analyzed was the same for all groups: the fifteen minutes immediately 
following the turning of the tape beginning with the first complete 
traxismiss ion . 
After quaaitifying the interactions on the basis of content and 
work style, the tallies were tabulated according to the weights 
established by Kill, wdiich are reproduced in Appendix F. These 
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Pretest Posttest 
(High 
No change 
Desirable change 
Undesirable change 
Questionable change 
Figure 3. Pretest to posttest changes in self-esteem as a 
function of initial self-esteem 
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tallies were then arranged to snow the direction of change in the 
percent of interaction for each cell within the analyzed segment. 
Hill (1971) reported that studies using the HIM demonstrate that 
movement proceeds from the upper left quadrant to the lower right 
quadrant of the matrix (Aheaxn, 1969; Anderson, 1964; Gaorner, 1960; 
Liebroder, 1962). Sample size for this study did not lend itself 
to tests of significance. 
In summary, this study concerned the effect on interaction and self-
concept produced by cognitive and affective consultation with teach­
ers. The design was nonrandomized control group posttest minus pre­
test design. The dependent variable was the posttest minus pretest 
difference. The independent variables were the treatments: affective, 
cognitive, and no-treatment. The sample studied was composed of 
twenty volunteer teachers and their students in grades three, four, 
and five of the Boone Community Schools for the school yeax 1972-1973. 
Data was obtained from instrumentation and from coding interaction in 
the classroom and in small group settings. Statistical treatment em­
ployed was hieraorchial analysis of vaariance using dummy variables, 
single classification analysis of vaariance with contrast calculations 
for detecting the location of significant differences. Clinical/ 
statistical treatment identified movement within the quantification 
matrix usedo 
The findings of this study are presented in the following sec­
tion. They will appear in the order in which the null hypotheses 
were presented: teacher self-concept, student self-concept, 
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interpersonal relationships of teachers, group interaction of 
teachers, and classroom interaction of teachers and students. 
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THE FINDINGS 
This investigation purported to examine the effect of specific 
group treatment experiences for teachers on their self-concepts and 
those of their students, on the verbal interaction within the class­
room and group sessions, and on the interpersonal relations orienta­
tion of these teachers. Five hypotheses were developed from the 
stated problem and these five were sub-divided into 20 specific 
hypotheses for the purpose of analysis. 
To present the findings relevant to each null hypothesis and 
its sub-hypotheses, the hypothesis will be stated with verbal and 
tabulate presentation of the analysis of results following the 
statement. A significance level at or beyond the .05 level was 
necessary for rejection of a specific null hypothesis. When signifi­
cance was found, the contrast coefficient will be reported. When 
appropriate, the statistical analysis will be followed by a clinical./ 
statistical report of the data. 
Ho^: There is no significant difference in self-concept, 
as assessed by the TSCS, of teachers who experienced 
different consultation groups. 
There was insufficient evidence to reject the null 
hypothesis. An F-ratio of 3.59 was required for significance at 
the .05 level. Results of the analysis are presented in Table 1. 
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Table 1. Analysis of variance: total positive scale 
Source of d.f. Mean square F-ratio 
vaoriatxon squares ^ 
Between 2 399.175 199.5874 1.084 
Within 17 3128.625 184-0368 
Total 19 3527.799 
Ho^^: Tnere is no significajit difference between identity, 
as assessed by the TSCS, of teachers who experienced 
different consultation groups 
Analysis of the data resulted in insufficient evidence to 
reject null hypothesis la. For significance at the .05 level, an 
F-ratio of 3.59 was required. Results of this analysis axe pre­
sented in Table 2. 
Table 2. Analysis of variance: identity sub-scale 
Source of d.f. Mean squaxe F-ratio 
vaxxation squares ^ 
Between 2 15.375 7.687 .277 
Within 17 472.625 27.801 
Total 19 488.000 
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Ho^^: There is no significaoit difference, as assessed by 
the TSCS, in self-satisfaction of teachers who ex­
perienced different consultation groups. 
There was insufficient evidence to reject the null hypothesis. 
An F-ratio of 3.59 was necessary for .05 significance. Results of 
this analysis appear in Table 3. 
Table 3. Analysis of variance: self-satisfaction sub-scsLLe 
Source of d.f. Mean squaxe F-ratio 
variation squares ^ 
Between 2 255.05 127.52 1.926 
Within 17 1125.5 66.2059 
Total 19 1380.549 
Ho^^: There is no significant difference in behavior, as 
assessed by the TSCS, of teachers who experienced 
different consultation groups. 
There was insufficient evidence to reject the null hypothesis. 
At the .05 level of significance, an F-ratio of 3.59 was needed. 
Table 4 shows the results of this analysis. 
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Table 4. Analysis of vaxiaoice: behavior sub-scaJ.e 
Source of d.f. Mean square F-ratio 
variation squares ^ 
Between 2 92.8 46.4 1.716 
Within 17 459.75 27.04 
Total 19 552.549 
Ho^^: There is no significant difference in physical self, 
as assessed by the TSCS, of teachers who experienced 
different consultation groups 
There was insufficient evidence to reject the null hypothesis. 
An F-ratio of 3.59 was necessary for significance at the .05 level. 
Table 5 presents the results. 
Table 5. Analysis of variance: physical self sub-scale 
Source of , , Sum of ,, _ . . 
. d.f. Mean square F-ratxo 
variation squares ^ 
Between 2 142.7 71.35 2.494 
Within 17 486.25 28.602 
Total 19 628.95 
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Ho^^: There is no significant difference, as assessed by the 
TSCS, in the moral-ethicaJL self, of teachers who ex-
' perienced different consultation groups. 
Analysis of the data gathered to test null hypothesis le re­
sulted in rejection of the null hypothesis. An F-ratio of 3.59 was 
required for rejection at the .05 level of significance. Table 6 
depicts these results. 
Table 6. Analysis of variance: moral-ethical sub-scale 
Source of d.f. Mean square F-ratio 
variation squares ^ 
Between 2 79.075 39.537 4.333* 
Within 17 155.125 9.125 
Total 19 234.2 
*p = 0.05 (F> 3.59). 
For identifying the source of difference, the Contrast Coef­
ficient Matrix was used. When the affective group mean was con­
trasted with the combined means of the cognitive and control group, 
the jt-value of 2.920 with .01 probability indicated that the affect 
group mean was different from that of the mean of the combined cog­
nitive and control groups. The contrast of the cognitive versus 
control means resulted in a jt-value of .270 with .79 probability. 
Thus, the source of difference was with the affect group. 
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Ho^^: There is no significant difference in personal self, 
as assessed by the TSCS, of teachers who experienced 
different consultation groups. 
There was insignificsmt evidence to reject the null hypothesis. 
An F-ratio of 3.59 was needed for rejection at the .05 level of 
significance. Results aire depicted in Table 7. 
Table 7. Analysis of varismce: personal sub-scale 
Source of d.f. Mean squaxe F-ratio 
variation squares ^ 
Between 2 41.575 20.787 1.050 
Within 15 336.625 19.801 
Total 19 378.200 
Ho. : There is no significant difference in family self, 
as assessed by the TSCS, of teachers who experienced 
different consultation groups. 
Analysis of the data gathered did not result in rejection of 
null Ig. An F-ratio of 3.59 at the .05 level of significance was 
necessary for rejection. Table 8 presents the results. 
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Table 8. Analysis of variance: family sub-scale 
Source of 
variation d.f. 
Sum of 
squares Mean square F-ratio 
Between 2 77.175 38.587 2.718 
Within 17 241.375 14.198 
Total 19 318.549 
Ho^^: There is no significant difference in social self, as 
assessed by the TSCS, of teachers who experienced dif­
ferent consultation groups. 
There was insufficient evidence to reject the null hypothesis. 
To be significant at the .05 level, an F-ratio of 3,59 was needed. 
Table 9 presents these results. 
Table 9. Analysis of variance; social sub-scale 
Source of 
variation d.f. 
Sum of 
squares Mean square F-ratio 
Between 2 46.050 23.025 2.481 
Within 17 157.750 9.279 
Total 19 203c800 
Thus far the statistical data from smalysis of vaxiance pro­
cedures regaording teacner self-concept has been presented. At this 
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point clinical/statistical procedure for analyzing differences 
between pretest and posttest will be considered. This consists 
of tracing the individual change in position relative to classifi­
cations of defensive position (D.P.), high self-esteem (P.I.), high 
average self-esteem (Hi.Av.), low average self-esteem (Low Av.), and 
low self-esteem (Low Group) as determined from TSCS scales. Figure 
4 presents the direction of change in self-esteem in the auffective 
treatment group. Figure 5 shows the change in self-esteem in the 
cognitive treatment group. Figure 6 indicates the change in self-
esteem in the control group. 
The finding from this technique indicate that the siffective 
treatment did have a positive effect upon the individuals in that 
group. HaJ-f the individuals paxticipating in this treatment moved 
in the direction of higher self-esteem while three-fourths of the 
individuals in both the cognitive aoid control groups showed no 
change. Desirable change moved in the direction of higher self-
esteem, Undesirable change moved in the direction of lower self-
esteem. Questionable change indicated unclesur direction of movement. 
The treatment interventions appear to have had impact worthy of note 
auid the effects were variable both across individuaJLs auid groups. 
These findings axe highlighted in Table 10. 
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Pretest Posttest 
________________ No change 
Desirable change 
, Undesirable change 
............. Questionable change 
Figure 4. Vector analysis: affective treatment on self-
esteem measure 
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Pretest Posttest 
DP 
Group 
Group 1 
(DP) 
n=2 
N=2 N=3 
PI 
Group 
Group 2 
(PI) 
n=2 
N=2 N=2 
Hi-Av 
Group 
Group 3 
(Hi-Av) 
n=l 
N=2 N=2 
Low-Av 
Group 
Group 4 
(Low-Av) 
n=l 
N=2 N=1 
Low 
Group 
Group 5 
(Low) 
N=0 N=0 
_______________ No change 
Desirable change 
Undesirable chsoige 
............. Questionable change 
Figure 5. Vector ansJLysis: cognitive treatment on self-
esteem measure 
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DP 
Group 
Group 1 
(DP) 
n=3 
N=3 N=4 
\ 
PI 
Group 
Group 2 
(PI) 
N=0 N=0 
\ 
\ 
Hi-Av 
Group 
\ Group 3 
(Hi-Av) 
N=1 N=0 
Low-Av 
Group 
N=0 
Group 4 
(Low-Av) 
N=0 
Group 5 
(Low) 
N=0 
Low 
Group 
N=0 
_____________ No change 
Desirable change 
Undesirable change 
............. Questionable chsmge 
Figure 6. Vector analysis: no treatment on self-esteem 
measure 
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Table 10. Chainges in self-esteem in percent 
Direction Affective Cognitive No 
of change treatment treatment treatment 
No chainge 37, .5% 75. 0% 75. 0% 
Desirable 50. 0% 12. 5% 
Undesirable 12. 5% 12. 5% 0. 0% 
Questionable 0. 0% 0. 0% 0. 0% 
HOg: As assessed by the Piers-Harris Children's Self-Concept 
Scale, there is no significant difference in self-
concept of students whose teachers experienced different 
consultation groups. 
There was insufficient evidence to reject this major null 
hypothesis. For the difference to be significant at the .05 level, 
an F-ratio of 19.00 was needed. The results of the analysis for 
self-concept are presented in Table 11. 
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Table 11. Analysis of variance: self-concept of students 
Source of cl.f. Meeui square F—ratio 
variation squares 
Treatment 2 28.715 14.358 .081 
Group c/in 
treatment 2 352.718 176.360 .983 
Teach. c/in 
grp. c/in 
treatment 15 2690.212 179.347 1.944* 
Student 
c/ in 
classroom 378 34871.4225 92.252 
*p = 0.05 (F> 1.67). 
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Ho^ : As assessed by the Piers-Harris Children's Self-Concept 
" Scale, there is no significaoit difference in behavior 
of students whose teachers experienced different con­
sultation groups. 
Analysis of the data procured resulted in insufficient evidence 
to reject the null hypothesis. An F-ratio of 19.00 was necessaxy for 
significance at ,05 level. Table 12 presents the results of the analysis. 
Table 12: Analysis of variance: behavior sub-scale 
Source of d.f. Mean square F-ratio 
variation squares ^ 
Treatment 2 12.301 6.150 2.745 
Group c/in 
treatment 2 4.481 2.241 .136 
Teacher c/in 
grp. c/in 
treatment 15 247.338 16.489 1.858* 
Student 
c/in 
teacher 378 3355.411 8.877 
*p = 0.05 (F > 1.67). 
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HOg^: As assessed by the Piers-Harris Children's Self-
Concept Scale, there is no significant difference 
in intellectual and school status of students whose 
teachers experienced different consultation groups. 
Analysis of the data generated resulted in insufficient evidence 
to reject this null hypothesis. An F-ratio of 19.00 or beyond was 
necessary for significance at the .05 level. Table 13 depicts the 
statistical results. 
Table 13. Analysis of variajice: intellectual and school status 
sub-scale 
Source of 
variation d.f . 
Sum of 
squares Mean square F-ratio 
Treatment 4.353 2.277 .067 
Group 
c/in 
treatment 
Teacher 
c/in 
grp. c/in 
treatment 15 
65.323 
187.223 
32.662 
12.482 
2.617 
1.326 
Student 
c/in 
classroom 378 3558.419 9.414 
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Ho^ : As assessed by the Piers-Hairris Children's Self-
~ Concept Scalc, there is no significant difference 
in physical appearance and attributes of students 
whose teachers experienced different consultation 
groups. 
There was insufficient evidence to reject the null hypothesis. 
For the difference to be significant at the .05 level, an F-ratio 
was needed. These results are depicted in Table 14. 
Table 14. Analysis of variance: physical appearance and attri­
butes sub-scale 
Source of d.f. Mean square F-ratio 
variation squares ^ 
Treatment 2 10.400 5.199 .653 
Group 
c/in 
treatment 2 15.925 7.963 1.284 
Teacher 
c/in 
grp. c/in 
treatment 15 93.033 6.202 1.116 
Student 
c/in 
classroom 378 2100.124 5.556 
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^°2d* assessed by the Piers-Haorris Children's Self-
Concept ScaJLe, there is no significamt difference in 
the anxiety of students whose teachers experienced 
different consultation groups. 
There was insufficient evidence to reject the null hypothesis. 
For the difference to be significant at the .05 level, an F-ratio 
of 19.00 was needed. Table 15 depicts the statistical results. 
Table 15. Analysis of variamce: anxiety sub-scale 
Source of d.f. Mean square F-ratio 
variation squares 
Treatment 2 10.864 5.432 .202 
Group 
c/in 
treatment 2 53.682 26.841 3.204 
Teacher c/in 
grp. c/in 
treatment 15 121.843 8.123 1.261 
Student 
c/in 
classroom 378 2434.576 6.441 
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Ho,^ : As assessed by the Piers-Harris Children's Self-
Concept Scale, there is no signifleant difference 
in happiness and satisfaction of students whose 
teachers experienced different consultation 
groups. 
There was insufficient evidence to reject the null hypothesis. 
An F-ratio of 19.00 was essential for significance at the .05 level. 
Results are presented in Table 16. 
Table 16. Analysis of vaxiance: happiness and satisfaction sub-
scale 
vïïïîîioî d.f. F-ratio 
Treatment 2 2.332 1.166 .4193 
Group 
c/in 
treatment 2 5.561 2.780 .4463 
Teacher 
c/in 
group c/in 
treatment 15 93.444 6.229 2.003* 
Student 
c/in 
classroom 378 1175.701 3.110 
*p = 0.05 (F > 1.67) 
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lîo^^z As assessed by the Piers-Harris Children's Self-
Concept Scale, there is no significaint difference 
in popularity of students whose teachers experienced 
different consultation groups. 
There was insufficient evidence to reject the null hypothesis. 
For the difference to be significant at the .05 level, an F-ratio 
of 19.00 was needed. Table 17 presents the results. 
Table 17. Analysis of variance: populaority sub-scal.e 
d-f- s^îs F-ratio 
Treatment 2 10.864 5.432 .202 
Group 
c/in 
treatment 2 53.682 26.841 3.313 
Teacher 
c/in 
grp. c/in 
treatment 15 121.843 8.123 1.261 
Student 
c/in 
classroom 378 2434.576 6.441 
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HOg: As assessed by the Fundamental Relations Orientation: 
Behavior Questionnaire, there is no difference in 
interpersonal relationships of teachers who experienced 
different consultation groups. 
There was insufficient evidence to reject this null hypothesis. 
For the difference to be significant, an F-ratio of ,3.59 at the 
.05 level was necessary. Table 18 reports these results. 
Table 18: Analysis of variemce: behavior sub-scsLLe 
Source of d.f. Mean square F-ratio 
variation squares ^ 
Between 2 264.200 132.100 2.693 
Within 17 834.000 49.059 
Total 19 1098.200 
Ho^^: As assessed by the FIRO-B, there is no difference in 
expressed inclusion of teachers who experience dif­
ferent consultation groups. 
There was insufficient evidence to reject this null hypothesis. 
At the .05 level, an F-ratio of 3.59 was necessary for significance. 
Table 19 depicts these results. 
Ill 
Table 19. Analysis of varicince: expressed inclusion sub-scale 
Source of , ^  Sum of 
• . « U # f # 
vaoriatxon squares 
Between 2 7.25 
Within 17 . 50.500 
Total 19 57.750 
Mean square F-ratio 
3.625 1-220 
2.971 
Ho^^: As assessed by the FIRO-B, there is no difference in 
expressed control of teachers who experience different 
consultation groups. 
There was insufficient evidence to reject the null hypothesis. 
At the .05 level, the essential F-ratio for significance was 3.59. 
Table 20 represents these results. 
Table 20. Analysis of variaunce: expressed control sub-scale 
Source of ^ ^  Sum of 
variation * * squares 
Between 2 5.075 
Within 17 37.125 
Total 19 42.200 
Mean square F-ratio 
1.538 1.162 
2.184 
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HOg^: As assessed by the FIRO-B, there is no difference in 
expressed ajffection of teachers who experienced dif­
ferent consultation groups. 
There was insufficient evidence to reject the null hypothesis. 
The F-ratio for significance at the .05 level was 3.59. Table 21 
depicts the statistical results. 
Table 21. Analysis of variance: expressed affection 
Source of 
variation d.f . 
Sum of 
squaores Mean square F-ratio 
Between 2 10.575 5.288 3.688* 
Within 17 24.375 1.434 
Total 19 34.950 
*p = 0.05 (F > 3.59). 
For identifying the source of difference, the Contrast Coef­
ficient Matrix was used. When the affective group treatment mean 
was contrast-^d with the mean of the combined cognitive ajcid control 
group means, the jt-value of 2.678 with a ,01b probability indicated 
that the affect group mean was different from the cognitive and 
control group combined meaoi. The contrast of the cognitive meaji 
versus the control mean resulted in a jt-value of 1.023 with a .321 
probability aind hence insignificant difference. Thus, the source 
of difference was with the group that experienced the affective 
treatment. 
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Ho^: As assessed by the FIRO-B, there is no difference in 
wanted inclusion of teachers who experienced different 
consultation groups. 
Analysis of the data obtained failed to reject the Hypothesis. 
An .05 level of significance required a 3.59 F-ratio. Table 22 pre­
sents the results. 
Table 22. Analysis of vajricince: wanted inclusion sub-scaile 
Source of d.f. Mean squaare F-ratio 
variation squares ^ 
Between 2 5.050 2.525 .220 
Within 17 194.750 11.456 
Total 19 199.800 
Ho^gî As assessed by the FIRO-B, there is no difference in 
wanted control of teachers who experienced different 
consultation groups. 
Analysis of the data secured did not result in the rejection 
of the hypothesis. An F-ratio of 3.59 was essential for .05 level 
of significance. Table 23 presents the results. 
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Tabic 23. Analysis of variance: wanted control. 
Source of d.f. Mean squaxes F-ratio 
variation squares 
Between 2 16.300 8.150 1.60b 
Witnin 17 86.25 5.074 
Total 19 102.550 
HOg^: As assessed by tne FIRO-B, there is no difference in 
wanted affection of teachers who experience different 
consultation groups. 
Analysis of the data obtained resulted in rejection of the 
hypothesis. An F-ratio of 3.59 was essential for rejection at the 
.05 level. Table 24 presents the results for rejection of null 3f. 
Table 24. Analysis of vaariajice: wanted affection sub-scatle 
Source of ^ ^  Sum of 
variation * * squares 
Between 2 27.450 
Within 17 47.500 
Total 19 74.95 
Mesm square F-ratio 
13.725 4.912* 
2.794 
*p = 0.05 (F > 3.59). 
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For identifying tiie source of difference, the Contrast Coef­
ficient Matrix was used. When the affective group treatment mean 
was contrasted with the combined mesoi of the cognitive amd control 
groups, the t-value of 2.958 with a probability of 0.009 indicated 
difference from the cognitive-control combined mean. The contrast 
of the cognitive mean with the control mean was -0.36b with a 
probability of 0.719. The difference found its source in the af­
fective treatment group. 
Ho^: As assessed by the Flanders Verbal Interaction Analysis, 
there was no difference in verbal interaction of students 
and their teachers who received different consultation 
group experiences. 
Analysis of the data resulted in insufficient evidence to 
reject the major null hypothesis or aoiy of the sub-hypotheses 
examined. Significance at the .05 level was 3.59. These results 
are reported by variable and F-ratio in Table 25. 
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Table 25. Analysis of variance: Flanders verbal interaction 
analysis 
Variable F-ratio 
Accepting feeling 0.643 
Praising and encouraging 0,785 
Accepting ideas 0,510 
Asking questions 0.222 
Lecturing 2.735 
Giving directions 0,034 
Criticizing or justifying authority 0.009 
Responding to teacher 0.554 
Initiating talk 1.631 
Confusion or silence 0.541 
Direct teacher tsilk 0.160 
Indirect teacher talk 0.473 
Ho^: As assessed by the Hill Interaction Matrix, there was 
no difference in the interaction of teachers who ex­
perienced different consultation groups. 
Analysis of data for this hypothesis was a clinical/statistical 
one. Movement of the aiffective group showed change over time in the 
desired direction, toward the lower right interaction quadraint of 
the matrix. There was movement of the interaction of the cognitive 
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treatment group towaird the upper right quadrant. These results are 
presented by Figure 7, Figure 8, Figure 9, and Figure 10. Data was 
derived from rater analysis of segments of tapes two and eight. 
In summary, the findings of this study concerning the effect 
on interaction and interaction and self-concept of students and 
teachers when the teachers experienced affective or cognitive con­
sultation in small group settings have been presented. In teacher 
self-concept, as assessed by the TSCS, the veuriables examined 
statistically were positive self-concept, identity, self-satisfaction, 
perceived behavior, physical, self, morai-ethicctl self, personal, self, 
family self, and social self. Only the moral-ethical self showed 
significant change. Using a Contrast Coefficient Matrix, it was 
found that the change was in the affective treatment group. In the 
clinicai/statisticad. procedure with the TSCS data, again the aiffec-
tive group showed more individual movement in the desired direction 
of higher self-esteem, while those in the cognitive and control 
treatment groups showed less individusJL movement in the desired 
direction. 
To assess student self-concept change, the Piers-Harris instru­
ment was used. Variables anailyzed were total self-concept, perceived 
behavior, intellectual aoid school status, physical appearance and 
attributes, anxiety, happiness and satisfaction, auid populaority. 
Neither the major null nor any of the sub-hypotheses yielded a change 
that was statistically significant. 
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The FIRO-B was used to investigate the interpersoncil relations 
orientation of teachers. Elements studied were on two levels: ex­
pressed and wanted. The elements were inclusion, control, and af­
fection. The ajffective treatment group reports were significantly 
different in the areas of expressed and wanted affection. 
To examine possible changes in classroom verbaJL interaction, 
the variables examined were accepting feeling, praising and en­
couraging, accepting ideas, asking questions, lecturing, giving 
directions, criticizing or justifying authority, responding to 
teacher, initiating talk, confusion or silence, direct teacher 
tsJ.k, and indirect teacher talk. No statisticailly significauit 
change was detected. 
The Hill Interaction Matrix was used to investigate changes 
in interaction within the treatment groups. Interaction was 
assessed by rater evaluation of segments of two tapes. The numbers 
involved in the study were too small for statistical treatment in 
this area. Hill (1971) recommended considering the movement from 
one interaction quadraoit to another. The affective treatment group 
showed movement toward the more effective work/style interaction 
quadrants. 
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DISCUSSION 
This study was concerned with the enhancement of leaxning op­
portunities for children. The investigation focused on methods of 
assisting teachers through group experiences that also could be 
called in-service opportunities. The group experiences centered 
around affective procedures for one treatment and cognitive pro­
cedures for another treatment. The results of these experiences 
were analyzed to identify any effect of either type of experience 
on the self-concept of students sind their teachers and on the inter­
action of teachers who participated in the treatments. 
Five general null hypotheses with twenty sub-hypotheses were 
tested. Findings resulted in three significant differences in 
sub-nulls which stemmed from analysis of variance. Clinical/ 
statistical changes did occur. In addition to statistical, and 
clinical/statistical procedures, reseaxcher observations and teacher 
reactions concerning the experience will be considered. Thus, a±ter 
consideration of the limitations of the study, the discussion will 
follow the order of the hypotheses stated in Appendix A. Implica­
tions relevajit to the study appear next with recommendations for 
future study completing the chapter. 
The study was conducted in the Boone Community School District 
and involved twenty volunteer teachers and their students in grades 
three, four, and five for the 1972-73 school year. Inferences made 
from the data obtained if applied to other populations must be con­
sidered with caution. However, generalizations from the procedures 
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used in counselor consul taction processes with teachers in regard 
to providing for needs of teachers within the school setting axe 
appropriate. 
Limitations must be noted. One such limitation was that im­
posed by the instruments used. All the instruments used were self-
report instruments. Another limitation involved the difficulties 
inherent in conducting research within a school setting. With 
these limitations considered, the discussion for each major hypoth­
esis follows. 
Ho^î As assessed by the TSCS, there is no significant dif­
ference in self-concept of teachers who experience dif­
ferent consultation groups. 
There was insufficient evidence to reject the null 
hypothesis in seven of eight instances examined. There 
was significance when the moral-ethical self-concept subscale was 
considered. Fitts (1969) defines the moral-ethicaJL self as the 
individual's perception of moral worth, of his relationship with 
God, and of his feelings of being a good or a bad person. The 
analysis of variance revealed a significant difference at the .05 
level as reported in Table t on page 95. Using the Contrast Coef­
ficient Matrix to identify the source of the difference in means, 
tne resultant _t-value indicated that the difference did indeed lie 
in the affective treatment. One characteristic of the "C" group 
technique which effected the chazige was the concern the group showed 
the group members, both for their own feelings and for those of the 
children considered. In collaborating, the group worked on mutual 
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concerns whicli reassured each teacher through highlighting the 
fact that most of the concerns attended to by the group were mutual 
concerns. An example is the noise level in a classroom where in­
dividual ized study is the procedure used. Once cohesiveness was 
established, communication became meaningful as the affective groups 
dealt not only with ideas and facts, but also with personal feelings 
azid perceptions. In offering a nonjudgmental setting of openness 
and trust, with confidentiality the cornerstone of the group's func­
tion, members began to see that others have similar concerns, feel­
ings, and attitudes. Thus the teachers' perceptions of themselves 
begain to chamge, especially in considering themselves as persons of 
worth rather them good persons or bad persons. Their teaching was 
viewed with more pride upon realizing that other beginning teachers, 
as well as experienced teachers, have days when they are more ef­
fective than other days. 
Realization that good and bad are extremes of a continuum 
rather than a dichotomy is associated with perceptions of right and 
wrong which the change in self-concept when viewed from a moral-
ethical viewpoint illustrates. If only one facet of self could 
change, perhaps this is the area, from which other self-concept 
changes axe most likely to emerge, for it suggests an openness, 
that is a receptivity, which is essential for the viable person 
whom Rogers (1959) describes as one in tune with changingness re­
sulting from the process of assimilation of new experience. 
Another facet to consider with a moraJL-ethical construct is 
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possible occurrence of movement from a rigid, external motivation 
often accompsinied by guilt feelings to a gestailt position of internal 
motivation emphasizing the here and now while drawing upon experiences 
of the past in contemplation of the future. With the beginning of 
self-concept chaoige stemming from the moral-ethical perception of 
self representing the fertile field, and seeds represented by ex­
periences assimilated into the gestalt, the result suit growth could 
conceivably develop into Rogers' fully-functioning person, or, to 
use Maslow's terminology, a self-actualizing person. 
The test of significance at the .05 level for change in self-
concept was found in only the moral-ethical siibscale of the TSCS. 
However, several other sub-scales approached significance. One of 
these sub-scales was the family self which was significant at the 
.112 level, indicating movement in the desired direction. One ex­
planation of this trend might stem from the significance of the moral-
ethical finding which indicated greater receptivity. Thus the af­
fective group, being more receptive amd subsequently accepting, could 
be approaching recognition that others, the family members in paorticu-
laxf axe capable of being responsible for themselves. This can be 
an effect of the individual teacher's beginning to move away from 
a right/wrong dichotomy in thinking amd doing. 
Two other attributes subsummed under self-concept were the 
physical self and the social self. Both of these approached sig­
nificance at the .112 level. Here again acceptance of self would 
seem to be a key factor, ail though the influences of group experiences 
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cannot be overlooked, especially when the mean differences as 
reported in Table 26 on pages 172-173 are considered. 
In summarizing the statistical treatment of the data, inter­
pretation of the F tests resulting from the emalysis of variance 
resulted in insufficient evidence to reject the null hypothesis in 
seven of the tests in which the self-concept of teachers experienc­
ing different consultation groups was examined. The ainalysis of 
variance found when self-concept was considered from a moral-ethical 
stance resulted in significant differences. Approaching signifi­
cance toward the desired direction was self-concept as analyzed 
from physical, social, and family vantage points. 
However, in dealing with something as nebulous aoid as private 
as self, analysis other than statistical showed promise of utility. 
The form considered was the clinical/statistical approach to 
analysis. 
In pretest-posttest studies when the number of subjects is 
small, the gains of one individual may be negated by the losses 
of another resulting in no change in group mean. Thus, when the 
number is small, individual differences become especially important, 
since uniform changes in all Ss are improbable. In this study, by 
considering the type of self-concept which the person brought into 
the experiment, the impact of the intervention becomes more appaur'ent. 
To present this influence, the movement between pretest and posttest 
was investigated. 
The direction of movement from pretest to posttest in the focus 
of self-esteem was developed by Fitts (1973). Figures 4, 5, emd à 
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depict that change by treatment group. This meinner of anaOLysis 
was based on descriptive statistical, procedure, then treated from 
a clinical standpoint. Improvement in self-esteem was defined as 
moving to a higher level of self-esteem as delineated by Fitts 
(1973) and explained on pages 98-102. 
In examining the vector analyses of the three treatment groups, 
the differences among the three groups are apparent. In the affective 
treatment group half the participants moved to the next higher level 
of self-esteem. In addition two of the paorticipants who were func­
tioning at the integrated personality level on the initial scale, 
the highest level indicated by the analysis, remained at that level. 
In other words, the analysis, axid indeed the reality of the self-
esteem construct, provided for no possible assessment of growth 
beyond that point. One individual functioning at the high average 
self-esteem level remained at that level. The remaining member of 
the affective treatment group chamged in am undesirable direction 
from the integrated personality level to the defensive position 
level which suggests that the ailready high numerical scores may 
have been indicative of latent defensiveness that found difficulty 
in dealing with the openness of a "C" group setting. 
Treatment two, the cognitive treatment group, revealed no 
change in all but two instances. Two of the no change persons 
were assessed at the integrated personality level, so any growth 
they may have made went undetected. Two other participants re­
mained at the same level of self-esteem, one at high average and 
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one at low average. One person showed undesirable chamge in self-
esteem in moving from a high average level to a low average status. 
One participant did show movement in a desirable direction: that 
movement was from a defensive position to a high average self-
esteem level. 
The no treatment or control group consisted of four teachers. 
In the pretest, all four were assessed by the TSCS as primarily 
defensive persons. . In the posttest three of the four remained in 
the defensive position category. The fourth member of the control 
group moved from a defensive position to a high-average self-esteem 
level during the time experimental, groups one and two were receiving 
their respective treatments. 
Thus, when a clinicail/statistical approach was used, the treat­
ment experienced did have significant impact, but not always the 
same type of impact upon those involved. The no change category 
demonstrates this well. For those who were placed in the integrated 
personality group on the basis of TSCS pretest scores and showed 
no change detected by the posttest a different impact would be ex­
perienced than the experience of those who remained at the defensive 
position level. Therefore, by using this clinicail/statisticaJL 
analysis, the relationship between the kind of change and the kind 
of self-concept each individual brought into the experience was 
that for the affective group the experience was significant in the 
realm of self-esteem for seven of the eight individuals who partici­
pated. The other groups showed lesser effects. 
130 
In summary, self-concept of teachers experiencing different 
consultation groups was assessed statistically by analysis of 
variance of the scales of the Tennessee Self-Concept Scale. The 
null was rejected by only the moral-ethicaJ. observation. Using a 
clinical/statistical analysis of self-esteem subsummed under self-
concept which Fitts (1973) developed, the impact of groups con­
sultation was positive and extremely so in the affective treatment 
group. 
Ho^: As assessed by the Piers-Harris Self-Concept Scale, 
there is no significant difference in the self-concept 
of students whose teachers experiences different con­
sultation groups. 
Analysis of the data failed to reject this hypothesis or any 
of the sub-nulls which assessed behavior, intellectual and school 
status, physical appearance and attributes, anxiety, happiness and 
satisfaction. In the aspects delineated by the hierarchiaJ. design 
at the level of student within classroom within group within treat­
ment, some classroom means changed significantly. This is 
in keeping v;ith Blume ' s study in which the relationship be­
tween teacher self-concept and student self-concept was studied. 
Blume found that over time (two years) teachers who report high 
self-esteem tend to have classes in which the children also rate 
high in self-esteem. 
A conclusion drawn from the associative findings in self-
concept, behavior, and happiness and satisfaction supports the 
contention that teacher self-concept influences classroom climate. 
For example, a teacher whose self-concept is that of integration 
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and worth is more likely to have a classroom where unrestricted 
growth cam occur while the teacher with a defensive self-concept 
is likely to have such narrow boundaries that the classroom climate 
is anxious and inhibiting to learning for many of the children in 
the classroom. 
Another encouraging associative finding was that there was no 
significant difference between the pretest and posttest scores. 
The study done by Flanders, Brode, and Morrison (1968) demonstrated 
that, in general, elementary school students axe prone to show 
negative increases and positive decreases on personality measures 
as the school year approaches completion. In the present study, 
the pretest was administered in mid-to-late Februairy and the post-
test was written in early May. 
Although none of the nulls concerning student self-concept 
were rejected, associated effects due to teacher self-concept were 
demonstrated. One was the absence of significant decline in self-
concept means for students. Another was the relationship of teacher 
self-concept to student self-concept, which is an integral, facet of 
classroom climate. 
HOg: As assessed by the Fundamental Relations Orientation; 
Behavior Questionnaire, there is no significant dif­
ference in interpersonal orientation of teachers who 
experienced different consultation groups. 
Analysis of the data gathered resulted in rejection of two of 
the seven nulls regarding interpersonal, relationships, both relating 
to affection needs. As presented earlier, affection as assessed by 
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the FIRO:B is the degree to which a person becomes emotionally in­
volved with others. This characteristic is subdivided into two 
elements: expressed and wanted behavior. The expressed behavior 
is overt and observable, and as reported in the FIRD:B scale is 
the person's perception of that behavior. The wanted scores refer 
to what a person wants from others and is indirect and limited by 
what one is willing to report. In this study, the source of dif­
ferences in expressed affection was found to be in the affective 
treatment group where it was significant at the .01 level as 
identified by the Contrast Coefficient Matrix. Elements within the 
"C" group experience which could influence the affection veiriable 
include concern for one another, support offered by the small group 
experience by both the teacher paarticipants and the group leaders, 
and the sharing that is implicit in the group process. Another 
very significant factor is the experience in expressing aiffectionatl 
behavior in the nonjudgmental setting. 
A second null rejected by the FIRO:B data was that pertaining 
to wanted aiffection. Here the source of the difference was in the 
affective treatment group where the contrast coefficient was .009. 
The experience of the group where the Ss could express their actions 
toward others and expectations from others was one of sajfety. Thus 
the ability to verbalize what one wanted from others became less 
threatening. 
An associative finding of the FIRO;B was the total esqjressed 
score representing inclusion and control as well as siffection. 
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The F-ratio for this compaorison was 4.533 which was significamt 
at the .026 level. The source of difference was in the affective 
treatment group vtiexe the difference was significant at .008 level. 
The findings concerning the influence of the aiffective group 
consultation sure consistent with those of Aspy who investigated the 
need satisfaction at which teachers function as a determinant of 
teacher behavior in the classroom. To function at Maslow's com­
petency level, one needs to give to others. Many teachers function 
at the safety (economic) level. The level in-between is love and 
belongingness. This finding is also in Schutz' tenet that people 
need persons to receive from and persons to give to. Certainly 
the findings of this study illustrate this observation. 
Other related studies supported by these findings include Yee 
(1968) who pointed out the need of lower class pupils for sources 
of warmth amd emotional support. The FIRO:B findings indicated 
that these teachers were capable of providing that warmth. Weiss 
(1970) suggested that the teacher as a model was a major source 
for developing the self-concept with its interpersonal, component. 
Studies by others (Khan & Weiss, 1973; Di Tosto, 1961; Brabble, 1969; 
and Collins, 1970) reported inconclusive results in grouping ac­
cording to interpersonal need compatibility. 
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Ho.: As assessed by the Flanders Verbal Interaction Analysis, 
there is no significant difference in verbal interactions 
of teachers who experienced different consultation groups. 
This hypothesis failed to be rejected after analysis of variance. 
The only element approaching significance was lecturing and the 
source of that difference was in the affective treatment group. The 
direction of change was to less lecturing as a form of classroom in­
teraction. The experiences of the give aind take in the affective 
group which also dealt with the feelings of the participants was 
denied the cognitive group where the statements and questions were 
handled from an intellectual approach only. Furst and Amidon (1962) 
found that more direct teacher talk of which lecturing is a part 
occurs as the grade level of the student advances. Amidon and 
Giammatteo (1967) found that superior teachers used more indirect 
methods with students even as the grade level advanced. 
Ho^: As assessed by the Hill Interaction Matrix, there is no 
difference in the interaction within groups of teachers 
who experienced different consultation groups. 
Using the clinical/statistical approach as recorded by the HIM, 
there was change in the affective group in the desired direction, 
that is from the topic-group/conventionaJL-assertive-gradient to the 
personal-relationship/spéculâtive-confrontive quadrant, which appears 
to be small. Yet this change was consistent witn the findings of 
Ahearn, 1965; Anderson, 1964; Garner, 1960; and Liebroder, 1962, as 
cited in Hill (1971, p. 621). The amount of change may be due in 
part to the resistance to the leader in the early stages and to the 
short duration of the treatment period. One could speculate that 
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the affective groups had just come into their productive stage 
when it was time to conclude the experience. This is consistent 
with Schutz* (1967) pattern of interpersonal relationships which 
indicate that first there is inclusion which progresses to control 
which then advances to affection. 
In general, from a statistical approach the results were much 
as expected. The limitations including the e^qjerimental situation 
and the small number included in the study were deterrents. In 
some situations there appeared to be substantial difference among 
the means; however, the variability was too great to indicate sig­
nificance. 
When viewed from a clinical/statistical approach, the affective 
group treatment did have a strong, positive effect on teacher self-
concept. The auffective group interaction did move from super­
ficiality to a degree of meaningful interaction as indicated by 
the HIM. 
Researcher Observations 
Factors that did not fall within statistical or clinical/ 
statistical analyses have to do with teacher reaction and researcher 
observation. One of the most significant factors was that there 
were only three absences, all within the cognitive groups and one 
person who was experiencing conflict not associated with the group 
accounted for two of those absences. Impressive was the fact that 
of the 29 teachers who were eligible to participate, 20 volunteered. 
136 
Another consideration which followed, in the succeeding autumn 
was 100% voluntaory participation of the teachers new to the school 
system in "C" groups especially for them. When "C" groups were of­
fered later in the yeax for staff members only three who had partici­
pated in the experiment chose to be nonparticipaoits. 
Reseaarcher observations included a more accepting attitude 
toward children in general by the teachers, a willingness to try 
different approaches in the classroom, suid requesting by the teachers 
of more consultation on a dyadic basis-
Implications 
The purpose of this study was to investigate the consultation 
function of the elementeory school counselor. In so doing, attempts 
were made to relate consultation experiences to self-concepts of 
students and their teachers, to interpersonal orientation of teach­
ers, and to verbail interaction within the classroom as well as with­
in the teacher group sessions. These utilized both affective and 
cognitive approaches to consultation. From the results of the study 
several implications emerged. 
The study established that there is need for consultation 
services for teachers in elementaury schools. The attendance record 
aoid the voluntary participation of the teachers giving of their own 
time axe indications that they feel such a need. The seriousness 
with which each in the affective groups sought help from other pro­
fess ionsJLs in regsord to peorticular students, situations, or concerns 
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attest to this contention. So does the faithful attendance of the 
cognitive group members and their attempts to apply behavior modifi­
cation and systems approaches to the needs of specific children. 
Several types of consultation groups are feasible, but one 
which offers opportunity for both professional and personal growth 
is the "C" group. In addition, a most practicaJL consideration for 
the "C" group is that there is no additionail school budget expendi­
ture since the elementary school counselors have received training 
in group procedures and in child behavior and development. 
One very important implication concerns the treatment of data. 
The best test-type data that is available were used to evaluate the 
outcome for this study statistically with results somewhat less than 
impressive. An implication from this is that other than test-type 
data need to be used when individual movement is more important than 
group mean movement. There needs to be a way to identify changes 
that go undetected by tests that are presently available. The 
findings of this study in the area of self-esteem and small group 
interaction as reported clinicaJLly/statistically highlight this 
need and point the way to developing other effective procedures. 
Recommendat ions 
For further research some recommendations were considered. 
Teachers are concerned and feel a need for a chance to discuss and 
share as indicated by the writer's two years experience using "C" 
groups. To meet this need "C" groups are one source of experience. 
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As such the consultation service is important enough that released 
time should be specified for participating teachers. Certainly the 
"C" group has established itself as a realistic vehicle for meeting 
teacher needs for both those who are new to a school system as well 
as for those who are experienced. In conducting "C" groups or other 
small groups a tremendous challenge presents itself to the group 
leaders who seek to maintain the purpose of the group in terms of 
goaJ-S vAiether they are for research or for in-service opportunity. 
Assessment procedures other thaoi test-type data are needed to 
establish better results as to the effectiveness of "C" group con­
sultation. One such procedure might be a diairy approach where an 
analysis could be done of the diary to highlight individual growth 
patterns both in the teacher and in the taorget children. Included 
in the diairy approach or another approach to consultation might be 
consultation regarding critical human incident? which occurred 
within the week in the classroom, on the playground, or related 
places. 
Another recommendation in terms of assisting teachers is follow-
up by the counselor during the week to help the teacher. This not 
only enhaunces the opportunity for successful fulfillment of commit­
ment, but also lends support to the teacher vdio is attempting to 
change not only the behavior of the student but also a part of 
herself. Probably the greatest need at this point is for more 
extensive use of clinical/statistical procedures and for the de­
velopment of other techniques in this area. 
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The role of the principal is demanding. The psychologist and 
the nurse as well as the social worker (when one is available) axe 
usually in the building for consultation services only. Their 
major concern is something other thaoi basically focusing on inter-
or intra-personal dynamics. It follows that the person to provide 
consultation is the one best quailified for conducting the "C" group: 
the elementary school counselor whose knowledge of group dynamics, 
awareness of individual feelings and training in child development 
and behavior are essential, for such work. 
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SUMMARY 
The purpose of the study was to examine the consultation func­
tion of the elementary school counselor. To do so, two experimental 
treatments composed of two groups each were established. One group 
was concerned with the feelings of teacher and of children regarding 
specific behaviors emd how to cope with them. This was known as the 
affective group. The other treatment group was the cognitive group 
and focused on behavior modification techniques and systems manage­
ment of students. 
The study involved twenty volunteer teachers from grades three, 
four, and five in the Boone Community Schools for the 1972-73 school 
year. The group sessions for the teachers were held after school 
hours for approximately one and one-half hours a week for ten con­
secutive weeks. Each group met on a different night but the co-
leaders for the groups were the same persons. 
Statistical data for evaluating the study were gathered from 
instruments ajrid coding. The instruments used were the Tennessee 
Self-Concept Scale, the Piers-Harris Children's Self-Concept Scale, 
and the Fundamental Interpersonal Relations Orientation; Behavior 
Questionnaire. Classroom interaction was coded according to Flanders* 
Verbal Interaction Analysis while the teacher small group analysis 
resulted from the Hill Interaction Matrix. The statistical procedure 
used was the auialysis of variance, simple classification, except for 
the Piers-Harris Scale which used the hieraorchial analysis. When 
141a 
statistically significant differences were found, the Contrast 
Coefficient Matrix was used to locate the source of the difference 
and the level of significance of that difference. An additional 
treatment of data was the clinical/statistical approach which 
analyzed the movement of individuals and groups. 
The findings included significant differences in the moral-
ethical sub-scale of the TSCS and in expressed and wanted affection 
sub-scales of the FIRO:B. The source of the difference was in the 
affective treatment at the .05 level. In addition, the clinical/ 
statistical application revealed definite movement in the desired 
direction for most of the individuals in the affective treatment 
group. The interaction coded by the HIM moved in the desired direc­
tion from the conventional-assertive/topic-group quadrant to the 
personal-relationship/spéculâtive-confrontive quadrant indicating 
more openness, trust, and willingness to share with one another 
at a deeper level. 
Five general null hypotheses were formulated to examine the 
effects of affective and cognitive group experiences on the self-
concepts and interactions of elementary school teachers and their 
students. For the purpose of investigation, these general hypoth­
eses were specified more precisely by twenty sub-hypotheses. Three 
of these sub-hypotheses were rejected at the .05 level. In abbre­
viated form, the findings were as follows; 
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Nu I  I  liy|H)l l ies is :  
1. a. There is no significant difference between Failed to 
identity, as assessed by the TSCS, of reject 
teachers who experienced different con­
sultation groups. 
1. b. There is no significant difference be- Failed to 
tween self-satisfaction, as assessed by reject 
the TSCS, of teachers who experience dif­
ferent consultation groups. 
1. c. There is no significant difference be- Failed to 
tween behavior, as assessed by the TSCS, reject 
of teachers who experienced different con­
sultation groups. 
1. d. There is no significant difference be- Failed to 
tween physical self, as assessed by the reject 
TSCS, of teachers who experienced dif­
ferent consultation groups. 
1. e. There is no significant difference be- Rejected 
tween moral ethical self, as assessed by 
the TSCS, of teachers who experienced 
different consultation groups. 
1. f. There is no significant difference be- Failed to 
tween personal self, as assessed by the reject 
TSCS, of teachers who experienced dif­
ferent consultation groups. 
1. g. There is no significant difference between Failed to 
family self, as assessed by the TSCS, of reject 
teaciers who experienced different consul­
tation groups. 
1. h. There is no significant difference between Failed to 
social self, as assessed by the TSCS, of reject 
teachers who experienced different consul­
tation groups. 
Null hypothesis: 
There is no significajit difference between 
behavior, as assessed by the Piers-Harris 
ScaJLe, of students whose teachers have ex­
perienced different consultation groups. 
Failed to 
reject 
142a 
b. There is no significant difference between 
intellectual and school status, as assessed 
by the Piers-Harris Scale, of students 
whose teachers experienced different con­
sultation groups. 
Failed to 
reject 
There is no significaxit difference between 
physical appearaoice and attributes, as 
assessed by the Piers-Harris Scale, of 
students whose teachers experienced dif­
ferent consultation groups. 
Failed to 
reject 
2. d. There is no significant difference between Failed to 
anxdj-2ty, as assessed by the Piers-Harris reject 
Scale, of students whose teachers experienced 
different consultation groups. 
2. e. There is no significant difference between Failed to 
happiness and satisfaction, as assessed by reject 
the Piers-Harris Scale, of students whose 
teachers experienced different consultation 
groups. 
2. f. There is no significaint difference between Failed to 
popularity, as assessed by the Piexs-Haorris reject 
Scale, of students whose teacners experienced 
different consultation groups. 
Null Hypothesis : 
3. a. There is no significant difference between Failed to 
expressed inclusion, as assessed by the reject 
FIRO:B, of teachers who experienced dif­
ferent consultation groups. 
3. b. There is no significant difference between Failed to 
wanted inclusion, as assessed by the FIRO:B, reject 
of teachers who experienced different con­
sultation groups. 
3. c. There is no significamt difference between Failed to 
expressed control, as assessed by the reject 
FIRO:B, of teachers who experienced different 
consultation groups. 
3. d. There is no significsmt difference between Failed to 
wanted control, as expressed by the FIROiB, reject 
of teachers who experienced different con­
sultation groups. 
142b 
3. e. There is no significant difference between Rejected 
expressed aiffection, as assessed by tfie 
FIRO;B, of teachers who experienced dif­
ferent consultation groups. 
3. f. There is no significant difference between Rejected 
wainted affection, as assessed by the FIRO:B, 
of teachers who experienced different con­
sultation groups. 
Where the sub-hypotheses were rejected, the source of difference 
was in the affective group. 
The clinical/statistical application revealed definite move­
ment in the. desired direction for most of the individuals in the 
affective treatment group. The interaction coded by the HIM moved 
in the desired direction from the topic-group/conventional-assertive 
quadrant to the personal-relationship/speculative-confrontive quad-
xan± indicating more openness, trust, and willingness to snare with 
one another at a deeper level. 
Implications from the study included that there is a need for 
consultant services for teachers, that the "C" groups axe one success­
ful way of providing that consultation, that counselors axe the 
logical persons to implement the ,"C" groups, and that clinical/ 
statistical procedures for analysis of data are needed for more 
accurate interpretation of findings in areas sucn as the ones ex­
amined in this study. 
The recommendations urged more widespread use of the "C" group, 
greater involvement of counselors in consultant services, and the 
development and use of more sophisticated clinical/statistical pro­
cedures for interpreting the data. 
143 
SELECTED REFERENCES 
ACES-ASCA Committee on the Elementary School Counselor. 19bb. Pre­
liminary statement. Personnel and Guidajice Journal 44: 659-661. 
Adler, Alfred. 1924. The practice and theory of individual psychol­
ogy. New York; Hsircourt Brace. 
Ahearn, T. R. 1969. An interaction process analysis of extended 
group counseling with prospective counselors. Unpublished 
doctoraJ. dissertation. University of Georgia. 
Allport, Gordon W. 1937. Personality: A psychological interpreta­
tion. New York: Holt, Rlnehairt, and Winston, Inc. 
Allport, Gordon W. 1943. The ego in contemporary psychology. 
Psychological Review 50: 451-68. 
Amidon, Edmund J. emd Amidon, Peggy. 1967. Interaction analysis 
training kit. Minneapolis: Association for Productive Teaching. 
Amidon, Edmund smd Flanders, Ned. 1971. The role of the teacher 
in the classroom. Minneapolis: Amidon and Associates. 
Amidon, Edmund ajid Giammatteo, Michael. 1967. The verbal behavior 
of superior elementary teachers. In Interaction analysis: 
Theory, research, and application, pp. 186-88. Edited by 
Edmund Amidon and John B. Hough. Reading, Mass.; Addison-
Wesley Publishing Company. 
Amidon, Edmund aind Hough, John (eds.) 1967. Interaction analysis: 
Theory, research and application. Reading, Mass.: Addison-
Wesley Publishing Compainy. 
Anderson, A. R. 1964. An experimental evaluation of role-playing 
in group counseling. Unpublished doctoral dissertation. 
Brigham Young University. 
Anderson, H. H., et al. 1946. Studies of teachers' classroom 
personalities. III. Follow-up of the effects of dominâtive 
and integrative contacts on children's behavior. Stanford, 
Ca.: Stanford University Press. 
Aspy, David, 1969. Maslow and teachers in training. Journal of 
Teacher Education 20: 303-309. 
144 
Atchison, C. O, 1958. A comparative study of the self-concept of 
behavior problem and nonbehavior problem high school boys. 
Unpublished doctoral dissertation. Indiana University. 
Avila, Donald L. ; Combs, Arthur W. j aoid Purkey, William W. 1971. 
The helping relationship sourcebook. Boston, Mass.: Allyn 
and Bacon, Inc. 
Bales, R. F. 1950. Interaction process analysis: A method for the 
study of small groups. Reading, Mass.: Addison-Wesley. 
Bennis, W. H. and Shepaord, H. A. 1956. A theory of group develop­
ment. Human Relations 9: 415-437. 
Berger, E. M. 1953. The relation between expressed acceptance of 
self and expressed acceptance of others. Journad. of Abnormal 
and Social Psychology 47: 778-82. 
Berensen, David. 1971. The effects of systematic human relations 
training upon classroom performance of elementary school 
teachers. Journal, of Reseaorch and Development in Education 4: 
70-85. 
Bertocci, P. A. 1945. The psychological self, the ego and person­
ality. Psychological Review 52; 91-99. 
Bettelheim, Bruno. 1969. Autonomy and inner freedom: Skills of 
emotionsJ. management. In Life skills in school and society, 
pp. 73-94. Edited by Louis J. Rubin. Washington, D.C.: Asso­
ciation for Curriculum Development and Supervision. 
Bion, W. R. 1959. Experiences in groups. New York: Basic Books. 
Bledsoe, J. 1967. Self-concept of children and their intelligence, 
interests, and anxiety. Childhood Education 43: 436-38. 
Bloom, Benjamin S. 1964. Stability and change in human chairacteris-
tics. New York: Wiley and Sons, Inc. 
Blume, Robert A. 1968. How the child sees himself may relate to 
how the teacher sees himself. Michigan Education Journal 46: 
9-11. 
Bowers, N. D. and Soaor, R. S. 1961. Studies of human relations in 
the teaching-learning process. V: Final, report; EvaTuation of 
laboratory human relations training for classroom teachers. 
U.S. Office of Education Cooperative research project No. 469. 
145 
Brabble, Elizabeth W. 1969. Student teacher-supervising teacher 
compatibility and its relation to success in student teaching. 
Dissertation Abstracts 31A: 660. 
Bradford, L. P.; Gibb, J. R. ; and Benne, K. D. 1964. Two educa­
tional innovations. In T-Group theory and laboratory method, 
pp. 1-15, Edited by L. P. Bradford, et aul. New York: John 
Wiley and Sons, Inc. 
Brookover, W. B. 1959. A social-psychological conception of class­
room learning. School aoid Society 87; 84-87. 
Brookover, W. B. 1964. Concept of ability smd school achievement. 
Sociology of Education 37: 271-78. 
Brookover, W. B. ; Patterson, A.; and Thomas, S. 1962. Self-concept 
of ability and school achievement. U.S. Office of Education, 
Cooperative Research Project No. 845. 
Brookover, W. B., ^  a^. 1965. Self-concept aind school achievement. 
Self-concept and school achievement. II: Improving academic 
achievement through students' self-concept enhemcement. U.S. 
Office of Education, Cooperative Research Project No. 1636. 
Brookover, W. B. ; Erickson, E. L. ; and Joiner, L. M. 1967. Self-
concept of ability and school achievement. Ill; Relationship 
of self-concept to achievement in high school. U.S. Office of 
Education, Cooperative Research Project No. 2831. 
Campbell, P. B. 1965. Self-concept and academic achievement in 
middle grade public school children. Unpublished doctoral 
dissertation. Wayne State University. 
Carter, T. P. 1968. The negative self-concept of Mexican-American 
students. School and Society 96; 217-19. 
Cogan, Morris L. 1956. Theory and design of a study of teacher-
pupil interaction. The Harvard Educational Review 26: 315-342. 
Collins, Margaret A. 1970. An investigation of the influence of 
interpersonal compatibility on pupil achievement and teacher 
and pupil perceptions of the relationship. Dissertation Ab­
stracts 31A: 1614. 
Combs, Arthur W. 1965. The professional education of teachers. 
Boston, Mass.: Allyn suid Bacon, Inc. 
Combs, Arthur W. 1971. New concepts of human potentials; New 
challenge for teachers. Childhood Education 1971: 349-55. 
146 
Combs, Arthur W. and Snygg, Donald. 1959. Individual behavior. 
2nd ed. New York; Hamper aaid Row, Publishers. 
Combs, Arthur W., et ai. 1969. Florida studies in the helping 
profession. University of Florida Social Science Monograph 
No. 37. 
Combs, Arthur W. ; Avila, Donald L. ; and Pur key, William W. 1971. 
Helping relationships. Boston, Mass.: Allyn and Bacon, Inc. 
Coopersmith, Stanley. 1967. The antecedents of self-esteem. San 
Francisco; W. H. Freeman and Co., Publishers. 
Cox, S. H. 1966. Family background effects on personality develop­
ment and social acceptzmce. Unpublished doctoraJL dissertation. 
Texas Christian University. 
Davidson, H. H. and Lang, G. 1960. Children's perceptions of their 
teachers feelings toward them related to self-perception, school 
achievement, and behavior. Journal of Exceptional Children 29; 
107-18. 
Davis, Joe L. 1969. The effect of group counseling on teacher ef­
fectiveness. Dissertation Abstracts 30A; 2328-2329. 
Descartes, R. 1644. Principles of philosophy: A discourse on 
method. New York; E. P. Button and Company, Inc. (Reprinted 
in 1922) 
Dieken, Eaorl H. and Fox, Raymond B. 1973. Self-perception of 
teachers and their verbal, behavior in the classroom. Educa-
tionauL Leadership (Research Supplement, February) 30:445-9. 
Diggory, J. C. 1966. Self-evaJ-uation: Concepts and studies. 
New York: John Wiley and Sons, Inc. 
Dinkmeyer, Don C. 1968. Elementaory school guidance and the class­
room teacher. In Guidance in the elementary school: Readings 
in theory and practice, pp. 192-99. Edited by Don C. Dinkmeyer. 
New York: Holt, Rinehart and Winston, Inc. 
Dinkmeyer, Don C. 1971. C-group: Focus on self as instrument. 
Phi Delta Kappaoi 52, No. 2; 617-19. 
Di Tosto, Evelyn, 1968, The factors of interpersonal, relations 
in compatibility to productivity of student teacher-supervisor 
dyads. Dissertation Abstracts 30A: 1464, 
147 
Draper, Norman R. and Smith, H. 1966. Applied regression analysis. 
New York: Wiley. 
Dunphy, D. C. 1964. Social change in self analytic groups. Un­
published doctorat! dissertation. Harvard University. 
Dunphy, D. C. 1966. Social change in self-analytic groups. In 
The General Inquirer: A computer approach to content analysis, 
pp. 287-340. Edited by P. Stone, D. C. Dunphy, M. Smith, and 
D. Ogilvie. Cambridge, Mass.: M.I.T. Press. 
Dunphy, D. C. 1968. Phases, roles amd myths in self-analytic 
groups. Journal of Applied Behavioral Science 4: 195-226. 
Durkin, Helen E. 1964. The group in depth. New York: International 
Universities Press. 
Elbert, Weil den E. 1969. Changes in self-concept, self-actualization, 
and interpersonal relations as a result of videotape feedback in 
sensitivity training. Dissertation Abstracts 30A; 5233. 
Faust, Verne. 1968. The counselor-consultant in the elementary 
school. Boston, Mass.: Houghton-Mifflin. 
Fitts, William F. 1965. The Tennessee self-concept scaule. Nash­
ville, Tenn.: Counselor Recordings and Tests. 
Fitts, William H. 1972. The self-concept and performance. Studies 
on the Self-Concept, No. 5. 
Fitts, William H. 1973a. The effects of sensitivity training plus 
a significeint year together upon the self concepts of a school 
faculty. Nashville, Tenn.: Dede Wallace Center. 
Fitts, W. H. 1973b. The self-concept: A vantage point for viewing 
the human state. Dede Wallace Center, Nashville, Tenn. 
Fitts, W. H. and Hammer, William T. 1969. The self-concept and 
delinquency. Nashville, Tenn.: Counselor Recordings and 
Tests. 
Fitts, W. H. coid Steward, O. C. 1969. Three studies in self-
concept change. Nashville Mental Health Center Research 
Bulletin, No. 6. 
Fitts, William H.; Adams, Jennie L.; Radford, Gladys; Richaord, 
Wayne C.j Thomas, Baxhaxa. K. ; Thomas, Murphy M.j and Thompson, 
Warrne. 1971. The self-concept and self-actualization. 
Studies on the Self-Concept. No. 3. 
148 
Flajnders, H. A.; Brode, E. L,; and Morrison, B. M. 1968. Changes 
in pupil attitudes during the school yeeur. Journal of Educa­
tional Psychology 50; 334-338. 
Flanders, Ned A. 1960. Teacher influence: Pupil attitudes and 
.achievement. University of Minnesota, Minneapolis, Minn. 
Flajiders, Ned A. 1963. Intent, action, and feedback: A prepsura-
tion for teaching. Journal of Teacher Education 14: 251-260. 
Flanders, Ned A. 1967. Teacher influence in the classroom. In 
Interaction analysis: Theory, research and application, pp. 
103-116. Edited by Edmund J. Amidon and John B. Hough. 
Reading, Mass.: Addison-Wesley Publishing Company. 
Freud, Sigmund E. 1935. A generaJ. introduction to psychoanalysis. 
(Rev. ed.) New York; Liveright. 
Fromm, Eric, 1939. Selfishness and self-love. Psychiatry 2: 
507-523. 
Furst, Norma and Amidon, Edmund, 1962, Teacher-pupil interaction 
patterns in the elementary school. Paper read at Schoolmen's 
Week, University of Pennsylvania, October 1962. 
Garner, H. H. 1960. Group interaction with delinquent boys. Un­
published master's thesis. Brigham Young University. 
Garvey. R. 1970. Self concept and success in student teaching. 
Journal of Teacher Education 21, No. 3: 357-361. 
Gibbard, G. S. and Haurtman, J. J. 1973. Relationship patterns in 
self-analytic groups. Behavioral Science 18: 335-353. 
Gibbaord, Graham S. ; Hartman, John J. ; and Mann, Richard D. (eds.) 
1974. Analysis of groups. San Francisco: Jossey-Bass Pub­
lishers . 
Gill, M, P, 1969. Pattern of achievement as related to the per­
ceived self. Paper read at the annual meeting of the American 
Educational Research Association Convention, Los Angeles, 
Glasser, William. 1965. Reality therapy. New York: Harper and 
Row. 
Gordon, C. auid Gergen, K., Jr. 1968. The self and social inter­
action. Vol. 1. New York: Wiley. 
149 
Gordon, Ira. 1973. Social and emotional, development. In Encyclo­
pedia of EducationaJ. Research, 4th ed., pp. 1217-1228. Edited 
by Robert L. Ebel, Victor H. Noll, and Roger M. Bauer. New 
York; Macmillan Company. 
Gordon, Myron. 1972. Theme-centered interaction. Baltimore, Md.: 
National Educational. Press. 
Gordon, Thomas. 1970. Parent effectiveness training. New York: 
Wyden. 
Gorman, Alfred H. 1969. Teachers and leaarners: The interactive 
process. Boston, Mass.: Allyn and Bacon, Inc. 
Guttman, Alfred H. 1950. Scale analysis. In Measurement and pre­
diction, pp. 9-19. Edited by Stouffer, Samuel; Guttman, 
Louis; Suchman, Edward A.; Lazaursfeld, Paul P.; Steir, Shirley 
A.; and Clausen, John A. Princeton, N.J.: Princeton University 
Press. 
Havighurst, Robert. 1953. Human development aoid education. New 
York: Longmans, Green. 
Hill, William F. 1965. Hill Interaction Matrix. Los Angeles: 
University of Southern California. 
Hill, William F. 1971. The Hill Interaction Matrix. Personnel 
amd Guidance Journal 49; 619-622. 
Hook, Sydney. 1971. John Dewey and his betrayers. Change 3, No. 
7; 22-27. 
Homey, Karen. 1939. New ways in psychoanalysis. New York; W. 
W. Horton and Company, Inc. 
Hrivnak, Joseph I. 1970. The use of interaction and feedback in 
an intensive education model. Unpublished doctoral dissertation. 
University of Pittsburg School of Education. ERIC ED 050 036. 
James, William. 1890. Principles of psychology. 2 vols. Magnolia, 
Mass.: Peter Smith. 
Jensen, Paul. 1968. A study of self-evaluation applied to in-
service education. Office of Education, Department of Health, 
Education and Welfaare No. Br-5-1121, Washington, D.C. ERIC 
ED 023 643. 
Jersild, A. T. 1960. Child psychology, (5th ed. ) Englewood 
Cliffs, N.J.: Prentice Hall. 
150 
Jourard, S. M. 1964. The transparent self. Princeton, N.J.: 
Van Nostrand. 
Kerensky, V. M. 1967. Reported self concept in relation to 
academic achievement in an inner-city setting. Dissertation 
Abstracts 27: 2325. 
Kirk, R. E. 1963. Experimented design; Procedures for the be­
havioral sciences. Belmond, Ca.: Brooks/Cole Publishing 
Compamy. 
Khan, S. H. and Weiss, Joel. 1973. The teaching of affective 
education. In Encyclopedia of Educational Research, pp. 1072-
83. Edited by Robert L. Ebel, Victor H. Noll, and Roger 
Barrer. New York: Macmillan Company. 
Koger, M. N. 1970. Best teacher-student interpersonal relationships: 
Their relationship to self-esteem and the frequency of the dia-
logical relation among music teachers. Unpublished doctoral 
dissertation. University of Florida. 
Krathwohl, David R. ; Bloom, Benjamin 5. ; and Mosia, Bertram B. 
1964. Taxonomy of educational objectives, handbook II: Af­
fective domain. New York: David McKay. 
Lewin, Kurt. 1936. A dynamic theory of personality. New York: 
McGraw-Hill Book Compaoiy. 
Lewin, Kurt. 1947. Group decisions sind social, change. In Readings 
in Social Psychology, pp. 314-315. New York: Henry Holt and 
Company. 
Liebroder, M. N. 1962. Effects of therapist style in interaction 
in psychotherapy groups. Unpublished doctoral dissertation. 
University of Utadi. 
Lippett, R., and White, R. K. 1943. The "social climate" of 
children's groups. In Children's behavior and development. 
Edited by R. H. Barker, J. S. Konnin, and H. F. Wright. New 
York: McGraw Hill. 
Lipsitt, L. P. 1958. A self-concept scale and its relation to 
the children's form of the manifest anxiety scale. Child 
Development 29: 463—472. 
Mann, R. D. 1966. The development of the member-trainer relation­
ship in self-analytic groups. Human Relations 19: 85-115. 
Mann, R. D.; Gibbard, G. S.; and Hartment, J. J. 1967. Inter­
personal styles and group development. New York: Wiley. 
151 
Manno, Avis O. 1969. Group interaction as a means of inducing in­
novative teaching in elementary schools. Dissertation Abstracts 
30A: 1023-1024. 
Manolakes, George. 1965. The elementary school we need. Washing­
ton, D.C.: Association for Supervision aoid Curriculum Develop­
ment. 
Maslow, A. H. 1954. Toward a psychology of being. Princeton, N.J.; 
Van Nostrand. 
McFarland, G. 1970. Effects of sensitivity training utilized as 
inservice education. Unpublished doctoral dissertation. 
George Peabody College. 
Mead, George. 1934. Mind, self, and society. Chicago: University 
of Chicago Press. 
Mease, B. G. 1961. An experimental program for juvenile delinquent 
boys. Unpublished doctoral dissertation. University of Mary­
land. 
Meyers, E. 1966. Self-concept, family structure, and school 
achievement: A study of disadvantaged Negro boys. Unpublished 
doctoral dissertation. Teachers College, Columbia University, 
Moravek, M. 1970. The relationship of self concept of the beginning 
teachers to selected aspects of their verbeJ. behavior aa a baais 
for home economics education. Unpublished doctoral dissertation. 
OklsJioma State University. 
Morse, W. C. 1964. Self concept in the school setting. Childhood 
education 41: 195-98. 
Munson, Harold L. 1970. Elementary school guidance: Concepts, 
dimensions, and practice, Boston, Mass.: Allyn and Bacon, Inc. 
Muro, James J. 1970. The counselor's work in the elementaary school. 
Scranton. Pa.: International Textbook Company. 
Murray, M, E. 1969. Self-actuaJLization and social values of teach­
ers as related to students* perception of teachers. Doctoral, 
dissertation. The Pennsylvania State University, University 
Microfilms No. 69-14, 549, 
Nelson, Hairvey. 1969. Impact of change in attitudes under three 
vaxxables of sensitivity training. New York State Education 
Department, Division of Research. No. 402-68-2012. ERIC 
ED 039 193. 
152 
Olsen, Dwayne G. 1973. An experimental and a traditional, approach 
in preparing teachers. Unpublished doctoral dissertation. 
Iowa State University. 
Passmore, W, S. J. 1970. An investigation of relationship of self-
concept smd selected personal characteristics of student 
teachers to success in student teaching. Unpublished doctoral 
dissertation. North Texas State University. University Micro­
films No. 71-8684, Ann Arbor, Mich. 
Perkins, H. V. 1951. Climate influences group leaurning. Journal 
of Educational Reseaorch 45: 115-119. 
Piers, Ellen. 1969. Manual for the Piers-Harris Children's Self-
Concept Scale. Nashville, Tenn.: Counselor Recordings and 
Tests. 
Piers, E. V. and Harris, D. B. 1964. Age and other correlates of 
self-concept in children. Journal, of Educational Psychology 
8: 225-234. 
Postman, Neil, and Weingaortner, Charles. 1969. Teaching as a 
subversive activity. New York: Delacarte Press. 
Purkey, William W. 1970. Self concept and school achievement. 
Englewood Cliffs, N.J.: Prentice-Hall, Inc. 
Purkey, William W. and Graves, Wm. 1970. Self concept and school 
climate. University of Florida. ERIC ED 037 794. 
Richmond, Bert O. and White, William F. 1971. Predicting teachers' 
perceptions of pupil behavior. Measurement and Evaluation in 
Guidamce 4: 71-78. 
Rogers, Carl. 1951. Client-centered therapy. Boston, Mass.: 
Houghton Mifflin Co. 
Rogers, Carl. 1959. Counseling and psychotherapy; Theory and 
practice. New York: Harper and Row, Publishers. 
Rogers, Caarl. 1969. Freedom to learn. Columbus, Ohio: Charles 
E. Merrill Publishing Company. 
Rogers, Ceurl. 1970. Carl Rogers on encounter groups. New York: 
Harper emd Row. 
153 
Rogers, Carl aind Dymond, R. F. 1954. Psychotherapy and personality 
change. Chicago: University of Chicago Press. 
Rosenberg, M. 1965. Society eind the adolescent self-image. Prince­
ton, N.J.: Princeton University Press. 
Sanford, R. N. (Ed.), 1962. The American college. New York: 
Wiley. 
Schut2, William C. 1966. The interpersonal underworld. PaJ-o Alto, 
Ca.: Science aoid Behavior Books, Inc. 
Schut2, William C. 1967. Manual, for the FIRO scales. Palo Alto, 
Ca.: Consulting Psychologists Press, Inc. 
Scott, W. A. 1955. Reliability of content analysis: The case of 
nominal coding. Public Opinion Quarterly 19: 321-325. 
Seaman, J. 1959. Toward a concept of personality integration. 
Americam Psychologist 14: 633-637. 
Seidman, S. F. 1969. The self-concept of elementary school student-
teachers and its relationship to classroom verbal interaction. 
Doctoral dissertation. New York University. 
Service, Jolayne. 1973. A user's guide to the statistical analysis 
system. Raleigh, N.C.: North Carolina State University. 
Sharp, Billy. 1971. Learning; The rhythm of risk. Rosemount, 
111. : Combined Motivation Education Systems, Inc. 
Shaw, M. C. and Button, B. E. 1965. The use of the parent-attitude 
research inventory with parents of bright academic under-
achievers. In The self in growth, teaching, and leeurning, 
pp. 493-500. Edited by D. E. Hamachek. Englewood Cliffs, 
N.J.: Prentice Hall. 
Slater, P. E. 1966. Microcosm: Structural, psychological and 
religious evolution in groups. New York; Wiley. 
Snygg, Donald, and Combs, A, W. 1949. Individual behavior. New 
York; Harper and Row, Publishers. 
Soaor, Robert S. 1966. An integrative approach to classroom learn­
ing. South Cairolina University, Temple University. ERIC ED 
033 749. 
154 
Soares, Louise and Soares, Anthony T. 1969. Differences in self-
perceptions of disadvantaged students. U.S. Department of 
Health, Education and Welfare. University of Bridgeport, 
Bridgeport, Conn. ERIC ED 055 125. 
Socires, Louise and Soaores, Anthony T. 1971. A study of inter­
personal perceptions of disadvantaged children. Paper pre­
sented at the American Psychological Association. ERIC ED 
055 125. 
Staines, J. C. 1958. The self-esteem as a factor in the classroom. 
British Journal of Educational Psychology 28: 97-111. 
Steel, Robert G. D. aind Torrie, James H. 1960. Principles cuid 
procedures of statistics. New York: McGraw-Hill. 
Stock, D. and Thelen, H. A. 1958. Emotional dynamics and group 
culture. New York: New York University Press. 
Sullivain, H. S. 1953. Conceptions of modern psychiatry. (2nd 
ed.) New York: W, W. Horton. 
Taylor, D. M. 1955. Chaoiges in self-concept without psycho­
therapy. Journal of Consulting Psychology 19: 205-209. 
Toff1er, Alvin. 1970. Future Shock. New York: Rauidom House. 
Trent, R. D. 1957. The relationship between expressed self-
acceptance and expressed attitudes toward Negro and white in 
Negro children. Journal of Genetic Psychology 91: 25-31. 
Trotzer, James A. 1969. The effect of group-centered and topic-
centered methods on group process and outcomes. Dissertation 
Abstracts 30A: 4237. 
Trowbridge, Norma T. 1969. Project IMPACT, Reseaorch Report 
1968-69. Des Moines, Iowa: Polk County Education Press. 
Trowbridge, Norma T. 1972. Self-concept and socio-economic status. 
Child Study Journal 2, No. 3: 123-143. 
Tyler, Leona. 1961. The work of the counselor. New York: 
Appleton-Century-Crofts, Inc. 
Van Dalen, Deobald B. 1966. Understanding educationaJL research. 
New York: McGraw Hill Book Co. 
155 
Watson, J. B. 1925. Behaviorism. New York; W. W. Norton and 
Company, Inc. 
Webb, Deight. 1971. Teacher sensitivity; Affective impact on 
students. The JournaLl of Teacher Education 22, No. 4: 455-59. 
Wechsler, I. R. and Reisel, J. 1959. Inside a sensitivity training 
group. Industrial relations monography. No. 4. Institute of 
Industrial Relations, University of CaLLifornia, Los Angeles, 
Weinberg, Carl (ed.) 1972. Humanistic foundations of education. 
Énglewood Cliffs, N.J.; Prentice-Hail 1, Inc. 
Weinstein, Gerald and Fantini, Mario D, (eds.) 1970. Toward a 
humanistic education. New York; Prentice-Hall, Inc. 
Weiss, Joel. 1970. The development and measurement of home en­
vironmental models for personality chairacteristics. Paper 
presented at the meeting of the American Educational Research 
Association, Minneapolis, March. 
Whitaker, D. S. and Lieberman, M. 1964. Psychotherapy through the 
group process. New York; Atherton. 
Williams, Wendell C. 1972. Student-teacher perception and elemen­
tary school classroom verbal interaction. Doctoral dissertation. 
Iowa State University, 
Winer, B. I. 1971, Statistical principle in experimental design. 
New York; McGraw-Hill Book Co, 
Withall, J. 1949. The development of a technique for the measure­
ment of social-emotional climate in the classrooms. Journal 
of Experimental Education 17; 347-361. 
Wrenn, C. G„ 1966. Two psychological worlds; An attempt at 
rapproachment. In Revolution in Counseling, pp. 95-107. 
Edited by J, D. Krumbaltz. Boston; Houghton Mifflin Company. 
Wylie, Ruth C, 1961, The self-concept; A critical survey of 
pertinent reseairch literature, Lincoln, Nebr, ; University 
of Nebraska Press, 
Yee, A. H, 1968, Source and direction of causal influence in 
teacher-pupil relationships. Journal of Educational Psychology 
59; 275-282, 
156 
APPENDIX A: SUB-NULLS 
FOR THE NULL HYPOTHESES 
There is no significant difference between the self-concept 
of teachers who experience different consultation groups. 
a. There is no significant difference between identity, as 
assessed by the TSCS, of teachers who experienced dif­
ferent consultation groups. 
b. There is no significant difference between self-
satisfaction, as assessed by the TSCS, of teachers 
who experienced different consultation groups. 
c. There is no significant difference between behavior, 
as assessed by the TSCS, of teachers who experienced 
different consultation groups. 
d. There is no significant difference between physical 
self, as assessed by the TSCS, of teachers who ex­
perienced different consultation groups. 
e. There is no significant difference between moral ethical 
self, as assessed by the TSCS, of teachers who experienced 
different consultation groups. 
f. There is no significant difference between personal self, 
as assessed by the TSCS, of teachers who experienced dif­
ferent consultation groups. 
g. There is no significant difference between family self, 
as assessed by the TSCS, of teachers who experienced 
different consultation groups. 
h. There is no significant difference between social self, 
as assessed by the TSCS, of teachers who experienced 
consultation groups. 
There is no significant difference between self-concept of 
students whose teachers experience different consultation 
groups. 
a. There is no significant difference between the behavior, 
as assessed by the Piers-Harris Scale, of students whose 
teachers have experienced different consultation groups. 
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b. There is no significant difference between intellectual 
eind school status, as assessed by the Piers-Harris ScaJ.e, 
of students whose teachers experienced different consul­
tation groups. 
c. There is no significant difference between physical ap­
pearance amd attributes, as assessed by the Piers-Harris 
Scale, of students whose teachers experienced different 
consultation groups. 
d. There is no significant difference between anxiety, as 
assessed by the Piers-Harris Scale, of students whose 
teachers experienced different consultation groups. 
e. There is no significant difference between happiness and 
satisfaction, as assessed by the Piers-Harris Scale, of 
students whose teachers experienced different consultation 
groups. 
f. There is no significant difference between popularity, as 
assessed by the Piers-Harris Scade, of students whose 
teachers experienced different consultation groups. 
There is no significant difference in interpersonad. relations 
orientation between teachers who experience different con­
sultation groups. 
a. There is no significant difference between expressed in-
inclusion, as assessed by the FIRO-B, of teachers vAio 
experienced different consultation groups. 
b. There is no significant difference between wanted in­
clusion, as assessed by the FIRO-B, of teachers who ex­
perienced different consultation groups. 
c. There is no significant difference between expressed 
control, as assessed by the FIRO-B, of teachers who ex­
perienced different consultation groups. 
d. There is no significant difference between wamted control, 
as assessed by the FIRO-B, of teachers who experienced dif­
ferent consultation groups. 
e. There is no significamt difference between e>qpressed af­
fection, as assessed by the FIRO-B, of teachers who ex­
perienced different consultation groups. 
f. There is no significamt difference between wanted a^ffection, 
as assessed by the FIRO-B, of teachers who experienced 
different consultation groups. 
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APPENDIX B: THE C-GROUP—FOCUS 
ON SELF AS INSTRUMENT^ 
Experience witn in-service programs for teachers in the schools 
has convinced the author that teachers sure not helped significamtly 
through lectures or discussions. There must be personal involvement 
sind an opportunity to test new ideas, see how they fit with one's 
personality, and exchange with colleagues the results of new ap­
proaches. It is also apparent that the school has unique resources 
which are not being utilized. For example, there are no organized 
procedures which encourage the experienced teacher to help the be­
ginning teacher, or allow the new teacher to share ideas with more 
experienced colleagues. 
The C-group recognizes a basic learning principle: If one is 
to assist another to learn and chsmge, there must be access to the 
affective and cognitive domains. Feelings, values, and attitudes 
must be openly revealed and considered when discussing facts and 
theory. The dichotomy between one's emotions and intellect, often 
present in learning, cannot be permitted. There must be a combina­
tion of the didactic and experiential approaches, which enables the 
teacher to understand what is preventing effective functioning. 
The new approach is not to be confused with a T-group in that 
it goes beyond consideration of the process smd self to examination 
^Don C. Dinkmeyer. "The C-Groups Focus on Self as Instrument", 
Phi Delta Kaopan 52, No. 2: 617-19. 
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of the transaction between teacher and student and the application 
of specific procedures. It also causes the teacher to see how at­
titudes and feelings may keep him from changing. A process which 
combines the didactic and experiential approaches is thereby 
achieved. 
The new approach was labeled C-group because so many of its 
components begin with C. 
Collaboration: The group works together on mutuaJL concerns. 
Consultation: 
Clair if ication; 
Confidential: 
Confrontation: 
The interaction within the group helps members 
to develop new approaches to relationships 
with children. 
The group clarifies for each member what it is 
he reaJ-ly believes and how congruent or incon-
gruent his behavior is with what he believes. 
Discussions are not repeated outside the group. 
The group expects each individual to see himself, 
his purposes, and his attitudes and to be willing 
to confront other members of the group. 
Communication: Members communicate not only ideas, but personal 
feelings and meanings. 
Concern: The group shows concern in that it is involved 
with both its members and with children. 
Commitment: The group develops a commitment to chainge. 
Participants axe concerned with recognizing 
that they caun really change only themselves. 
They aire expected to develop a specific com­
mitment which involves an action they will 
take before the next C-group to change their 
approach to a problem. 
The C-group usually restricts itself to five or six members 
to secure maximum pair tic ipat ion aoid involvement. Larger groups do 
not permit adequate opportunities for interaction. The groups are 
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most effective when they can be scheduled for a minimum of one and 
one-half hour periods. There must be time to warm up, report re­
sults of past commitments, get into new concerns, develop new commit­
ments, and evaluate what is happening to the participants as persons 
and professionals. The setting must permit circular seating and 
should provide a relaxed aoid pleasant atmosphere which facilitates 
trust and openness. 
The leader usually begins by clarifying purposes. The partici­
pants are selected from those who understamd the objectives of a 
C-group and who have a concern, axe willing to share it, aoce commit­
ted to personal, change, smd desire to help their colleagues. Readi­
ness must be established in the group; it caoonot be assumed. It is 
often helpful to use a group exercise such as Henry Otto's DUE ex­
perience. This e3q>erience encourages members to become better ac­
quainted. They talk about the experiences which have been formative 
in the development of their personalities and share what they consid­
er to be the happiest moment of their lives. This experience stimu­
lates feelings of mutuality, belonging, and caring. Alienation dis-
appeaors when the members appear as real persons. 
The second meeting may begin by sharing brief descriptions of 
the situation or child that most concerns each person. The leader 
helps get the group started with a common problem that can be 
universalized. The specific behavior of a child is discussed aoid 
the teacher's interaction and feelings are revealed. The group 
helps the person become more of himself by processing feedback 
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regarding his behavior, attitudes, and feelings. New approaches 
involving behavior modification, logical, consequences aoid teacher 
attitudes are discussed. The ideas axe always related to a specific 
child and discussed in terms of the teacher's capacity to modify his 
own behavior and attitudes. Eventually, the teacher is encouraged 
to make a commitment about a specific change to be instituted before 
the next meeting. The leader tries to involve as many members as 
possible in presenting their concerns. The focus is on helping all 
involved in the group to grow personally and professionally. 
The leader of the C-group must be trained in group dynamics, 
group counseling, and psychodynamics of behavior problems, and he 
must have had supervised experience in leading teacher groups. 
This is a distinct role in group leadership; it requires skill in 
structuring the group, utilization of group mechsmisms to facilitate 
group development, sensitivity to feelings and attitudes; the 
capacity to enable the group to become cohesive, and the ability to 
help develop specific solutions to behavior or learning problems. 
The leader must have e^qsertise in enabling colleagues to help each 
other. 
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APPENDIX C: BEHAVIOR MODIFICATION STUDY GROUP 
Behavior modification: the method of systematically applying the 
principles of behavior ad. psychology with the intent of changing 
behavior. 
I. Film: Who Did What to Whom? by Dr. Robert F. Mager (Dr. 
Albert Bandura, technical advisor). 
This is a training film in which group members learn to 
recognize basic behavioral principles in action. The 
principles covered are positive and negative reinforcement, 
punishment, and extinction. The film consists of forty 
short scenes, typical events which occur everyday at home, 
in school and around the office. After each scene, discus­
sion time is provided to help viewers fully understand what 
they have seen or what actually occurred, the probability 
of its happening again, how an event can be changed to 
achieve a more positive result, and how the scenes apply to 
their own experiences. The film is 16% minutes in length 
and is in color. 
II. Vocabulary 
A. operant behavior 
B. baseline 
C. contingency 
D. behavior modification 
E. criterion level 
F. reinforcement 
G. primary reinforcer 
H. secondary reinforcer 
I. back-up reinforcer 
J. satiation 
K. continuous schedule 
L. intermittent schedule 
M. negative reinforcement 
N. discriminative stimulus 
O. modeling 
P. gene realized reinforcer 
Q. social reinforcer 
R. fading 
S. extinction 
T. timeout 
U. terminal behavior 
V. Premack principle 
W. generalization 
X, adversive stimulus 
Y. shaping 
Z. chaining 
III. Defining behavior in specific terms 
A. Video tape scenes from classrooms 
B. Select taxget behavior and define precisely what it is 
C. Practice precise definitions for other behaviors than 
those shown on the videotape: i.e., staying in seat, 
talking out 
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IV. Operant behavior 
A. Behavior that is strengthened or weakened by the events 
that follow the response; operant behavior is controlled 
by its consequences; operant behavior is consequential 
behavior (Reese, 1966). 
B. Identifying reinforcers 
V. Contingency contracting 
A. How it works 
1. Rules 
2. Contracting and the curriculum 
B. Applying contingency contracting in the classroom 
1. Preparation of materials 
2. Classroom organization 
3. Management of class 
4. Evaluation of procedure 
VI. Token economy 
A. General procedures 
B. Selection and definition of behavior 
C. Choosing reinforcers 
D. Application of economy 
E. Evaluation 
VII. Tools to be used 
A. Film: Who Did What to Whom? (Unable to use) 
B. Videotapes of real situations 
C. References 
1. Ayllon, Teodoro and Nathem Azrin. The Token Economy 
2. Buckley, Nancy K. and Hill M. Walker. Modifying 
Classroom Behavior 
3. Homme, Lloyd. How to Use Continqencv Contracting 
in the Classroom 
4. Krumboltz, John D. and Helen B. Drumboltz. Changing 
Children's Behavior 
5. Reese, Ellen P. The AnaJ-vsis of Human Operant Behavior 
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APPENDIX D: CATEGORIES FOR FLANDERS INTERACTION ANALYSIS 
Indirect Teacher Influence 
1. Accepts feeling; Acceptamce or acknowledgment of student-
expressed emotions (feelings) in a nonthreatening manner. 
2. Praises or encourages; Positive evaluation of student 
contributions. 
3. Accepts or uses ideas of student: Clarification, develop­
ment, or reference to student contributions. Usually nonevaluative. 
4. Asks questions; Solicitation of information or opinion with 
the intent that a student answer. 
Direct Teacher Influence 
5. Lectures; Presentation of information, opinion, or orienta­
tion; includes rhetorical question. 
6. Gives directions; Direction or suggestion with which a 
student is expected to comply. 
7. Criticizes or justifies authority; Negative evaluation of 
student contributions. Self-reference to teacher's authoritative 
position. 
Student Talk 
8. Student talk-response: Contribution in response to teacher. 
Usually results in a predictable answer. 
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9. Student tal-k-initiât ion: Student-initiated contribution 
or a response that is unpredictable or originally creative in 
content. 
10. Silence or confusion: Periods of silence or inaudible 
verbalization lasting more than three seconds. 
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APPENDIX E: HILL INTERACTION MATRIX 
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APPENDIX F; FORMAT FOR DUMMY" VARIABLE 
Group Teacher within 
Tr. Treatment within treatment and 
no. treatment group 
^ *3 =4 *5 *6 *7 
Treatment I 
Group 1 
Group 2 
1 
2 
3 
4 
1 
2 
3 
4 
1 
1 
Treatment li 
Group 1 
Group 2 
1 
2 
3 
4 
i 
2 
3 
4 
Treatment III 
Control 1 
2 
3 
4 
0 
0 
0 
0 
0 
0 
0 
0 
-1 
•1 
.1 
-1 
o 
o 
o 
o 
o 
o 
o 
o 
1 
1 
1 
1 
1 
1 
1 
1 
-1 
-1 
-1 
-1 
1 
1 
1 
1 
-1 
-1 
-1 
-1 
o 
0 
0 
0 
o 
o 
0 
o 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
1 
1 
1 
1 
-1 
-1 
-1 
-1 
0 
0 
0 
0 
1 
0 
o 
-1 
o 
o 
o 
o 
o 
0 
o 
o 
o 
o 
o 
0 
o 
o 
o 
0 
0 
1 
o 
-1 
o 
o 
o 
o 
o 
o 
o 
o 
o 
o 
o 
o 
o 
o 
o 
o 
0 
0 
1 
-1 
o 
0 
0 
0 
o 
0 
0 
o 
o 
0 
0 
0 
o 
o 
o 
0 
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Teacher within Teacher within Teacher within 
treatment and treatment and treatment and Control 
group group group 
^8 ^9 ^10 ^11 ^12 ^14 ^15 ^16 ^17 ^18 ^19 
O 0 0 0 0 0 0 0 0 0 0 0 
0 0 0 0 0 0 0 0 0 0 0 0 
o 0 0 0 0 0 0 o 0 0 0 0 
0 0 0 0 0 0 0 o 0 0 0 0 
1 0 0 0 0 0 0 0 0 0 0 0 
o 1 0 0 0 0 0 o 0 0 0 0 
0 0 1 0 0 0 0 o 0 0 0 0 
-1 -1 -1 0 0 0 0 0 0 0 0 0 
0 0 0 1 0 0 0 0 0 0 0 0 
0 0 0 0 1 0 0 o 0 0 0 0 
0 0 0 0 0 1 0 o 0 0 0 0 
0 0 0 -1 -1 -1 0 o 0 0 0 0 
0 0 0 0 0 0 1 o 0 0 0 0 
0 0 0 0 0 0 0 1 0 0 0 0 
o 0 0 0 0 0 0 o 1 0 0 0 
0 0 0 0 o 0 -1 -1 -1 0 0 0 
0 0 0 0 0 0 0 o 0 1 0 0 
0 0 0 0 0 0 0 o 0 0 1 0 
0 0 0 0 0 0 0 o 0 0 0 1 
0 0 0 0 0 0 0 o 0 -1 -1 -1 
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APPENDIX G: TEACHER INSTRUMENTS 
Table 26. Raw data, Tennessee Self-Concept scores 
^iSive Identity ÏSSfaction 
Teacher Pre Post Pre Post Pre Post Pre Post 
1 358 357 125 126 113 114 120 117 
2 367 386 132 138 119 128 118 120 
3 346 354 135 131 95 110 116 113 
4 370 389 129 138 119 118 122 133 
5 358 362 131 130 108 113 119 119 
6 372 381 134 129 118 122 120 130 
7 425 402 14b 138 140 125 139 139 
8 348 372 128 138 110 121 110 113 
9 359 371 127 132 116 120 , 118 119 
10 347 345 126 123 107 101 114 121 
11 371 397 129 138 122 127 120 132 
12 339 348 135 133 102 107 111 108 
13 405 407 138 135 133 139 134 133 
14 368 363 132 130 115 110 121 123 
15 353 360 132 129 116 119 105 112 
16 353 337 123 125 118 101 112 111 
17 403 394 138 141 131 127 134 126 
18 374 361 127 128 130 116 117 117 
19 410 405 142 138 135 132 133 135 
20 357 353 124 121 114 112 119 126 
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Pre Post Pre Post Pre Post Pre Post Pre Post 
66 69 73 74 68 71 76 70 75 73 
78 79 78 84 63 68 77 82 73 73 
73 72 73 72 57 69 76 72 67 69 
71 75 69 78 68 72 85 86 77 78 
69 69 70 74 70 69 80 78 69 72 
71 73 75 78 74 75 77 78 75 77 
83 76 89 81 76 78 88 84 89 82 
70 78 73 76 61 69 72 76 72 73 
66 66 78 79 73 75 75 79 69 72 
59 57 72 73 70 70 76 76 70 69 
69 76 74 85 79 73 76 83 73 80 
61 70 70 71 66 59 76 80 69 68 
75 72 86 88 77 77 83 85 84 85 
61 59 75 73 73 72 82 85 77 74 
66 64 78 79 65 69 74 79 70 69 
76 65 70 67 66 68 71 69 70 68 
80 74 83 83 79 78 79 7,9 82 80 
69 62 83 77 67 73 75 74 80 75 
84 77 8 6 87 80 78 78 83 82 80 
68 67 71 75 70 66 81 75 68 70 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
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Raw data, FIRO-B posttest scores 
Inclusion Control Affection 
E W E W E W 
4 1 7 4 5 6 
1 0 0 9 1 O 
5 0 5 9 2 1 
3 0 1 2 5 5 
7 6 2 8 8 8 
6 7 3 4 3 8 
6 1 3 3 8 8 
5 3 2 5 3 5 
4 0 2 4 3 5 
5 6 7 5 4 3 
5 O 0 6 2 1 
7 7 5 3 3 5 
6 0 0 2 3 5 
6 6 6 1 3 5 
6 0 0 3 3 5 
4 1 4 2 2 1 
3 0 1 4 4 5 
7 7 2 6 8 8 
6 1 0 4 3 4 
6 0 4 5 2 5 
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Table 28. Raw data, FIRO-B pretest scores 
Inclusion Control Affection 
Teacher 
E W E W E W 
1 4 0 
2 3 0 
3 4 0 
4 3 0 
5 6 0 
6 5 6 
7 6 8 
8 3 9 
9 3 0 
10 7 7 
11 5 0 
12 5 7 
13 5 0 
14 7 7 
15 9 8 
16 5 0 
17 8 5 
18 7 7 
19 7 4 
20 5 0 
6 2 5 5 
0 9 0 1 
16 11 
12 4 5 
0 3 6 5 
15 3 5 
3 2 5 7 
17 4 5 
3 5 2 5 
3 4 5 7 
0 4 3 2 
5 7 3 5 
0 4 5 5 
6 1 4 8 
0 5 3 4 
2 2 4 5 
15 6 9 
0 1 9 8 
0 2 4 5 
3 6 2 5 
Table 29, Descriptive data, Tennessee Self.-Concept scale: differences 
Variable 
Treatment I 
X s 
Treatment II 
X s 
Treatment III 
X s 
Total positive 
Identity 
Personal self 
Social self 
Self-satisfaction 
Behavior 
Physical self 
2.6250 16.6213 
-1,000 
3,3750 
0.1250 
3.8750 
-0.2500 
0.2500 
Moral-ethical self 4.1250 
6.3696 
5.0409 
3,5229 
9.0623 
5.9940 
4.5277 
3.3991 
4.0000 12.7839 
0.3750 4.5336 
1,0000 
1.1250 
-0.6250 
3.7500 
-0.5000 
0.2500 
3.8173 
3.0443 
8.0877 
4.5591 
6.2106 
1.7525 
-7.7500 
1.2500 
-0,2500 
-3.0000 
-5.7500 
-1.2500 
4.1130 
3.8622 
4.3493 
1,4142 
5,5603 
4,5735 
-6,7500 4.9244 
-0.2500 4.1932 
H 
vj 
0\ 
Family self -0.8750 3.9438 3.2500 3.1269 -0,5000 4,5092 
Table 30, Descriptive data, FIRO-B; differences 
Variable 
Treatment I 
X s 
Treatment II 
X s 
Treatment III 
X s 
To+ ni score 
Total expressed 
3.7500 7.8876 
In Tusion expressed 0.3750 
Control expressed 1,2500 
Affection expressed 0,8750 
2.5000 
Inclusion wanted -0.6250 
Control wanted 
A-ffection wanted 0.8750 
1.1877 
1.3887 
1.2464 
2.2678 
4.1382 
1.4577 
-3.7500 
-0.3750 
-0.2500 
-0.5000 
-1.1250 
-1.6250 
3.8822 
1.6850 
0.1250 1.7269 
1.2817 
1.6903 
2.8504 
1.0000 2.2678 -0.7500 1.9086 
1.7678 
-3.5000 9.8826 
-1.2500 
0.7500 
-2.0000 
2.6300 
0.9574 
-1.0000 0.8165 
-1.5000 4.0415 
2.4495 
1,2500 2,8723 
-1.2500 1.8930 
Vj 
Total wanted 1.2500 6.6279 -3.2500 2.9155 -2.0000 6.1644 
FIRO-B: Raw data 
Inclusion Control Affection 
Teacher Pre Post Pre Post Pre Post 
1 Expressed 4 4 6 7 5 5 
Wanted 0 1 2 4 5 6 
2 Expressed 3 1 0 0 0 1 
Wanted O O 9 9 1 0 
3 Expressed 4 5 1 5 1 2 
Wanted 0 0 6 9 1 1 
4 Expressed 3 3 1 1 4 5 . 
Wanted 0 0 2 2 5 5 
5 Expressed 6 7 3 2 6 8 
Waoited 0 6 0 8 5 8 
6 Expressed 5 ; 6 1 3 3 3 
Wanted 6 7 6 4 5 8 
7 Expressed 6 6 3 3 5 8 
Wanted 8 1 2 3 7 8 
8 Esqsressed 3 5 1 2 4 3 
Wanted 9 3 7 5 5 5 
9 Expressed 3 4 3 2 2 3 
Wanted 0 0 5 4 5 5 
10 Expressed 7 5 3 7 5 4 
Wanted 7 6 4 5 7 3 
179 
# 
Inclusion Control Affection 
Teacher Pre Post Pre Post Pre Post 
11 Expressed 5 5 0 0 3 2 
Wanted 0 0 4 6 2 1 
12 Expressed 5 7 5 5 3 3 
Wanted 7 7 7 3 5 5 
13 Expressed 5 6 0 0 5 3 
Wanted 0 0 4 2 5 5 
14 Expressed 7 6 6 6 4 3 
W a n t e d  .  7  6  1 1 8  5  
15 Expressed 9 6 0 0 3 3 
Wsmted 8 0 5 3 4 5 
16 Expressed 5 4 2 4 4 2 
Wanted 0 1 2 2 5 1 
17 Expressed 8 3 11 6 4 
Wanted 5 0 5 4 9 5 
18 Expressed 7 7 0 2 9 8 
Wanted 7 7 1 6 8 8 
19 Expressed 7 6 0 0 4 3 
Wajited 4 1 2 4 5 4 
20 Expressed 5 6 3 4 2 2 
Wajited 0 0 6 5 5 5 
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APPENDIX H; STUDENT DESCRIPTIVE DATA 
Teacher 1 
0.636 
3.898 
Teacher 4 
24 
0.333 
3.107 
Teacher 3 
0.100 
2.150 
Teacher 1 
0.222 
4.008 
Teacher 3 
1.333 
4.102 
Teacher 4 
19 
2.316 
2.850 
X = 
Teacher 2 
18 
1.056 
2.150 
X = 0.889 
s = 1.763 
Teacher 2 
Group 2 
0.595 
3.189 
Group 1 
0.556 
3.500 
Treatment I 
151 
0.576 
3.330 
Figure 11, Piers-Harris differences : behavior (Treatment I) 
Teacher 1 
0.900 
3.093 
Teacher 3 
X = 
.842 
1.980 
Teacher 4 
1.091 
2.448 
Teacher 1 
X = 
19 
.842 
3.834 
Teacher 3 
X = 0.684 
2.262 
Teacher 4 
X = 
26 
1.000 
3.567 
Teacher 2 
X = 0.762 
2.844 
Teacher 2 
N = 16 
X = .938 
s = 3.235 
Group 4 
X = 0.884 
2.936 
Group 3 
X = 0.553 
3.008 
Treatment II 
X = 0.728 
2.966 
Figure 12. Piers-Harris differences; behavior (Treatment II) 
Teacher 4 
16 
-0.375 
2.391 
Teacher 1 
N = 26 
3.251 
Teacher 2 
21 
1.048 
1.717 
Teacher 3 
22 
0.636 
1.399 
Group 5 
0.259 
2.508 
Treatment III 
0.259 
2.508 
Figure 13, Piers-Harris differences: behavior (Treatment III) 
Teacher 3 
21 
3.798 
Teacher 3 
N = 20 
X = 0.300 
2.297 
Teacher 1 
22 
0.364 
2.441 
Teacher 2 
X = 0.278 
s = 2.562 
Teacher 4 
24 
1.333 
2.745 
Teacher 2 
0.222 
2.682 
N = 18 
Teacher 1 
1.556 
2.812 
Teacher 4 
N = 19 
X = 0.053 
s = 3.778 
Group 2 
N = 79 
0.051 
2.860 
Group 1 
N = 72 
X = 1.347 
3.100 
N = 151 
Treatment I 
0.669 
3.037 
Figure 14. Piers-Harris differences: intellectual (Treatment I) 
N = 20 
Teacher 1 
0.550 
4.006 
N = 19 
X = 
Teacher 3 
1.738 
3.194 
Teacher 3 
19 
1.105 
2.601 
N = 22 
X = 2.091 
s = 3.054 
Teacher 4 
N = 21 
Teacher 2 
3.027 
Teacher 4 
26 
0.500 
3.701 
3c = 1.053 
s = 2.438 
Teacher 1 
N = 16 
X = 
Teacher 2 
2.000 
2.633 
Group 4 
N = 86 
3.492 
Group 3 
N = 76 
X = 1.013 
s = 2.956 
N = 162 
X = 
Treatment II 
0.895 
3.243 
Figure 15, Piers-Harris differences; intellectual (Treatment II) 
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Figure 16, Piers-Harris differences; intellectual (Treatment III) 
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Figure 17. Piers-Harris differences: physical (Treatment I) 
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Figure 18. Piers-Harris differences; physical (Treatment II) 
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Figure 19. Piers-Harris differences; physical (Treatment III) 
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Figure 20 Piers-Harris differences: anxiety (Treatment I) 
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Figure 21. Piers-Harris differences; anxiety (Treatment II) 
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Figure 22, Piers-Harris differences; anxiety (Treatment III) 
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Figure 23, Piers-Harris differences; popularity (Treatment I) 
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Figure 24. Piers-Harris differences; popularity (Treatment II) 
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Figure 25. Piers-Harris differences: popularity (Treatment III) 
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Figure 26. Piers-Harris differences: 
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Figure 27. Piers-Harris differences; happiness (Treatment II) 
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Figure 28, Piers-Harris differences: happiness (Treatment III) 
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Figure 29. Piers-Harris differences; total (Treatment I) 
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Figure 30. Piers-Harris differences; total (Treatment II) 
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Figure 31, Piers-Harris differences; total (Treatment III) 
